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Abstract 
The purpose of this multiple case study is to explore teachers’ and learners’ 
perceptions of motivational strategies. This study addresses three questions: How 
do teachers perceive the use of motivational teaching strategies; how do teachers 
implement these strategies; and how do learners’ report the impact of these 
strategies on their motivation. The findings of this study help teachers of English 
understand the effectiveness of strategies that motivate their students and the 
impact of implementing these strategies in their teaching. 
The data for this case study research were obtained from schools in a small town in 
West Sumatra, Indonesia. This study is underpinned by Dörnyei's (2001) work on 
Motivational Teaching Strategies. He identified a total of 102 such strategies, which 
he grouped into four phases: creating motivational components; generating 
students’ motivation; maintaining motivation; and encouraging positive retrospective 
self-evaluation. These phases build on each other so that student motivation is 
created, generated, maintained and encouraged (Dörnyei, 2001). The underlying 
assumption of this framework is that teachers’ behaviours and beliefs have a direct 
influence on learners.  
This qualitative research uses case study methodology in order to contextualise the 
research within the real life environment of an Indonesian secondary classroom 
(Yin, 2003). Additionally, this approach allows different data collection techniques 
(Yin, 2009). These include semi-structured interviews, classroom observations, 
stimulated recalls, and focus group interviews. 
The findings indicate that the implementation of Dörnyei’s (2001) framework, 
motivational teaching practice (MTP), and Hall and Kidman’s (2004) teaching and 
learning map (T-L map) are complementary. The findings reveal two groups of 
motivational components. The first is the teachers’ rapport with students, including 
the encouragement given to students and the building of trust and respect with the 
students. The second relates to the teacher’s planning decisions such as the 
selection of classroom activities, the way feedback is given, the management of the 
classroom, and the choice of learning resources. The findings also suggested that 
the appropriate use of L1 is a motivational teaching strategy. It is unique to this 
study that L1 not only promotes L2 learning but also influences students’ motivation.   
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These findings suggest that teachers of English in an Indonesian high school 
context can influence their students’ motivation by understanding the impact of 
motivational teaching strategies on students' learning and behaviour. The teachers 
themselves play a very important role in motivating their students. 
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Glossary 
Motivational strategies: techniques to promote one’s goal-related behaviours. 
 
Motivational teaching strategies: techniques used by teachers that are used 
intentionally to promote their students learning to achieve systematic and continuing 
positive effect. 
 
T-L map: a way of looking at educational contexts which consist of factors that 
influence classroom teaching and learning.  
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CHAPTER 1  
Overview 
Introduction 
This thesis examines the motivational strategies of four teachers of English as a 
foreign language (EFL) in four Indonesian high schools. This study considers the 
motivational strategies utilised by teachers and the impact of these strategies on 
students’ motivation to learn. 
 
My own background includes 20 years as an English teacher in an Indonesian high 
school. I have noted that students often complain that learning English is daunting 
for them. I think that two possible reasons underpin the students’ perception. They 
are that, first, English is one of three subjects that determine their pass or fail in the 
National Standardised Exam; and second, English is perceived as a difficult 
language to learn since it is so different from Bahasa Indonesia. Although the 
reasons cited here are anecdotal in nature, they provide some of the impetus for my 
interest in researching factors that influence students’ motivation to learn English. 
 
I have been inspired to conduct research on this topic primarily to share the benefits 
of this study with teachers of English in other Indonesian high school contexts. I 
believe that teachers’ motivational strategies can help students learn English and 
build their motivation for lifelong learning.  
 
The findings of this study should allow teachers of English to gain insight into the 
effectiveness of strategies to motivate their students and the impact of implementing 
these strategies in their teaching. 
Statement of the problem 
Two problems are addressed in this study. The first problem is how to motivate 
students to learn English in an EFL context. In this context, English is not an 
everyday language so students are not exposed to English beyond the classroom 
and are not expected to use English for their daily communication and future 
careers. Indonesian students generally fail to achieve high levels of oral or written 
proficiency. Achieving competency in English is a long and tedious process. 
Students may lose their motivation during this long period of learning (Lamb, 2007; 
Liando, Moni, & Baldauf, 2005). 
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The second problem relates to the context of high school teaching and learning. In 
high school, where students are adolescents, their motivation to learn English tends 
to be diminished by school factors such as the classroom learning context, negative 
peer pressure or teachers (Lamb, 2007). Problems with the classroom context 
inhibiting students’ motivation include: large classes, fixed desks and chairs, 
insufficient supporting technology, and an absence of air conditioners. Negative 
peer factors occur when some students disrupt the class by talking to each other 
about things that are unrelated to the lesson, or when they misbehave in class. 
Teacher factors include; teachers’ classroom behaviours (such as irritability, tension, 
or unfriendliness) and teachers’ teaching styles (such as textbook oriented lessons, 
monotonous lessons, direct criticism of students, and allowing little time for students 
to practise) (Lamb, 2007).  
This study will address these two problems by researching teachers’ perceptions of 
motivational strategies, how teachers implement these strategies, and the impact of 
these strategies on learners’ motivation. There are few published studies of the 
motivational strategies typically used in an Indonesian EFL high school context. This 
study aims to fill this gap in the literature. 
To answer the research questions, I have adopted a case study methodology within 
a qualitative/interpretive research paradigm. 
Significance of the study 
It is expected that the research findings will contribute to an understanding of how to 
design a supportive but challenging teaching and learning environment that will 
motivate students. This understanding will inform Indonesian Ministry of Education 
officials and teachers of English, and other stakeholders with an interest in students 
learning English. For example, by understanding teachers’ and learners’ perceptions 
of motivational teaching strategies, the Ministry of Education may be in a position to 
design aspects of the English curriculum for Indonesian high schools. Hopefully, this 
will enable teachers to create a learning atmosphere that is motivating for students; 
“curriculum” is not simply about course content, but includes teaching strategies and 
practices that foster student engagement. 
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The Indonesian context 
To understand how English is used in Indonesia, it is relevant to consider historical, 
political, socio-cultural, and linguistic factors within Indonesia.  
Contextual information 
Indonesia is an archipelagic island country located in Southeast Asia, between two 
oceans (the Indian and the Pacific) and two continents (Asia and Australia). It has 
approximately 17 thousand islands and among these five major islands, Sumatera, 
Java, Borneo, Sulawesi and New Guinea. The population is approximately 250 
million people (estimated at midyear 2013) (Syarifah, 2013). The country has 33 
provinces, with the capital being Jakarta. 
There is one official language, Bahasa Indonesia, but over 350 native languages are 
currently in use throughout the country (Steinhauer, 1994). Most Indonesians speak 
their mother tongue as their first language and start learning and using Indonesian 
when they begin schooling at the age of five or six years old.  
English is the first foreign language that is learned by students, and is taught from 
Year 7 until Year 12. Some elementary schools teach English as an optional subject 
(Mattarima & Hamdan, 2011a). The reason why English is taught at this level when 
it is not compulsory may be because of parent demand or school resources. 
Collectivist nature of Indonesian culture 
Indonesian culture, like that of several Asian countries, is highly collectivist in nature; 
that is, it places value on individuals conforming to group customs and expectations 
(Lamb & Coleman, 2008). Collectivist cultures differ from individualistic ones which 
tend to value personal freedom. Indonesian children are raised to respect older 
people and community leaders. Challenging older people such as parents and 
teachers is discouraged.  
The collectivist nature of Indonesian culture can also be seen in the lifestyle of the 
extended family. It is common for grandparents to live together with their children’s 
family, and children are expected to respect older members of the family. Arguments 
between children and older people are not culturally valued. It is considered polite to 
listen to and accept what older people say. 
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This feature of Indonesian culture may well influence students to listen to what 
teachers’ say rather than ask questions. Traditionally teachers dominate class time, 
giving instructions and explanations during the lesson (Mattarima & Hamdan, 
2011a). Marcellino (2008) found that students were not interested in challenging 
their teachers; teachers act as a source of knowledge rather than as a learning 
facilitator. 
Historical perspective of Indonesian education 
Historically, Indonesia was colonised by the Dutch for over 350 years. During most 
of this period the majority of Indonesians were illiterate. Few Indonesians attended 
school; most schools were attended by Dutch children. English was taught as a 
foreign language at these schools (Lauder, 2008).  
Indonesia proclaimed its independence on August 17, 1945 and established a 
republican government. The government decided that English should be the first 
foreign language instead of Dutch; Dutch was considered to be a colonialist 
language rather than an international language like English (Lauder, 2008).  
However, the development of using English in Indonesia differs from that which 
occurred in neighbouring countries such as Malaysia, Singapore or Philippines 
because, unlike those countries, Indonesia was not a colony of the United Kingdom 
or the United States of America. If it had been, there would be a greater foundation 
for the use of English within official or daily communications. Instead, English was 
chosen as a compulsory subject in high school for the strategic advantages it 
offered, being the dominant language of international business diplomacy, and 
education. In addition, most of the international books and journals read in Indonesia 
are written in English. 
Structure of Indonesian education 
The levels of education in Indonesia consist of basic education, secondary 
education and higher education. Basic education is compulsory and comprises six 
years of elementary school and three years of junior high school. Secondary 
education involves three years of schooling in either a general secondary school or 
a vocational secondary school. Students or their family decide which secondary 
school suits their future. 
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The general high school prepares students for university education. There are three 
possible streams of study in this kind of school: science, social studies, and 
language studies. The vocational school prepares students for skills required in the 
work place. Each vocational school offers a particular major subject such as 
economics, technology, and arts. 
Law number 20, Year 2003 of the Indonesia National Education System enables 
foreign educational institutions accredited in their own country to open schools in 
Indonesia. It is also possible for central and local government to develop 
“International Standardised Schools”. These schools are required to meet criteria 
which give these schools an “international” equivalence in quality. The criteria are 
based on academic achievement and school management performance. 
The central government supports each province in establishing international 
standardised schools for each level of education. The local government also selects 
a school in each town to be an international standardised school. In each town or 
district, there is one international standardised elementary school, one international 
standardised junior high school and two international standardised senior high 
schools, one general school and one vocational school. Schools that do not achieve 
the international standardised criteria are classified as national standardised schools 
or regular schools. 
English as a foreign language in Indonesia 
Unlike other foreign languages which are optional, learning English is mandatory in 
Indonesian high schools. Students learn English for three years in junior high school 
and for three years in senior high school.  
 
Since English is a foreign language in Indonesia, most students mainly engage with 
English as a language in the classroom. This places a premium on the quality of 
classroom teaching and learning. In line with this, students’ classroom learning 
motivation is a central element in the teaching and learning process (Dörnyei, 2001; 
Oxford & Shearin, 1994).  
Teaching and learning English is mostly content-centred whereby the teacher is 
expected to provide the knowledge of English and how to teach it. Generally, 
students are motivated to learn English more to get a good mark in their academic 
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report rather than to obtain language skills for real communication Therefore, 
teaching strategies are an important factor in enhancing students’ motivation. 
In conclusion, learning English in an Indonesian high school context is challenging. 
Some factors may decrease students’ motivation such as lack of classroom 
facilities, teacher factors, the curriculum, or the situation where English is taught as 
a foreign language. Teachers’ use of motivational strategies play an important role 
in keeping students motivated to learn English. In the following section, the chapters 
of this thesis will be outlined to give a clear picture of how this study investigated 
teachers’ motivational strategies using teachers’ and students’ perspectives.     
The outline of the thesis 
This thesis comprises nine chapters. This chapter serves as an introduction to the 
thesis and highlights the research questions, the setting of the study, and the 
significance of this study.  
Chapter 2 provides a theoretical background for this study through a review of 
relevant literature. Literature is presented on: (i) teaching and learning English in 
Indonesian high school; (ii) teaching and learning a second language; (iii) motivation 
in learning a second/foreign language; (iv) high school motivation in learning English 
as a second/foreign language; (v) teacher motivation; (vi) motivation in an 
Indonesian EFL context; (vii) the history of research in second/foreign language 
learning motivation; and (viii) research on motivational teaching strategies.  
Chapter 3 outlines the methodological approach used in this research. The 
approach uses case study methodology based on qualitative data. Data were 
collected using individual interviews, classroom observations, stimulated recall, and 
focus-group interviews. These data methods are explained. Finally, a step by step 
explanation of how the data were analysed is described.  
Chapters 4, 5, 6, and 7 describe and analyse the findings using the research 
questions as a framework. Each chapter represents one case and its analysis. The 
analysis uses Dörnyei’s (2001) framework as a basis for analysing the findings.  
17 
 
Chapter 8 presents a discussion of the findings based on a cross-case analysis. The 
findings are analysed by looking at the themes emerging from the data in the 
context of evidence from the literature. 
Chapter 9 revisits the objectives of this study, discusses the contributions and 
implications emerging from the findings, makes recommendations for EFL teachers, 
summarises the findings of the study, and provides my personal reflection on this 
study.  
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CHAPTER 2  
Literature Review 
This study explores teachers’ and students’ perceptions of motivational teaching 
strategies and the impact of implementing these strategies on students’ language 
learning motivation. This literature review consists of four main sections. The first 
section sets the context of this study with a review of literature on teaching and 
learning English in Indonesian high schools. The second section briefly overviews 
some of the literature relating to teaching and learning a second language. The third 
section covers motivation in second/foreign language learning, high school student 
motivation in learning EFL, and motivation in an Indonesian EFL context. The fourth 
section reviews the literature on the history of research relating to motivation in 
learning a second/foreign language; this includes literature on motivational teaching 
strategies, and teachers’ and learners’ perceptions of motivational strategies. This 
positions my study in the wider field of literature on motivational teaching strategies 
in an ESL/EFL context. The chapter concludes with a focus on the importance of 
conducting research on motivational teaching strategies in an Indonesian high 
school context. 
Teaching and learning English in Indonesian high schools 
In Indonesia, English is a compulsory subject in high school. Students learn English 
for three years in junior high school (Years 7 through 9) and three years in senior 
high school (Years 10 through 12). Since English is a foreign language in Indonesia, 
students are only exposed to English in the classroom. Teachers often report that 
students lack the ability to communicate using English both orally and in writing 
(Mattarima & Hamdan, 2011b).  
It is difficult to relate the relevance of English to the everyday lives of Indonesian 
students because English is a foreign language, not a second language, in 
Indonesia (Liando et al., 2005). Students do not have life experience using English 
and they do not usually expect to be able to speak English in their future careers. 
Most of the time at school and sometimes at home students use the Lingua Franca, 
Bahasa Indonesia. Clearly, the social and cultural environment does not provide 
strong support for learning English (Lie, 2007). 
19 
 
Indonesian learner characteristics often include low motivation. One of the causes is 
reported to be the large class size (Bradford, 2007; Lie, 2007). Lamb (2007) found 
that Indonesian high school students are initially motivated to learn but their 
experience of learning English at school decreases motivation.  
In general, Indonesian students tend to be passive and nonverbal in class. They 
rarely initiate class discussions until they are called on because of the nature of the 
course content, teaching methods, and assessment (Bradford, 2007; Lie, 2007; 
Mattarima & Hamdan, 2011b). Another reason is a lack of exposure to English 
outside the classroom. This is especially true for most Indonesian students who live 
in the rural area (Lie, 2007). These findings are supported by Marcellino’s (2008) 
survey of Indonesian high schools. He found that students tend to be passive in the 
classroom for three reasons. Firstly, students have not experienced interactive 
classrooms. Secondly, challenging teachers by asking or talking actively is 
considered impolite. This is also seen to be a form of showing off to classmates. 
Thirdly, a lack of ability to use of vocabulary and English expressions make students 
shy and reluctant to use English. Hence, it is challenging for teachers to motivate 
students to use English. 
Additionally, teachers often believe that students’ fail as the result of the individual 
shortcomings of the students themselves—such as laziness, a lack of intelligence, 
or a learning disability—or deficiencies in the students’ homes or communities such 
as excessive television-watching, a lack of parental attention, or bad reading habits 
(Bailey & Ken, 2003). On the other hand, in a case study conducted in an 
Indonesian high school, Lamb and Coleman (2008) found that students view their 
teachers of English as a factor influencing their dislike of English. 
To cope with the problem of teaching and learning English in an Indonesian high 
school context, the government has changed the English curriculum six times since 
independence in 1945 (Lie, 2007; Marcellino, 2008). Among the six language 
curriculums there are three different approaches: grammar translation (1945); audio-
lingual instruction (1968); and a form of teaching known as a communicative 
approach (1984). Grammar translation and audio-lingual instruction focus on the 
language itself such as grammatical rules, pronunciation, and vocabulary. On the 
other hand, the communicative approach to language learning emphasises a 
teaching and learning process that includes interaction, conversation, and language 
use rather than learning about the language (Lightbown & Spada, 2006). In 2004, 
20 
 
the government implemented a competency-based curriculum which was revisited in 
2006 to become a school-based curriculum known as Kurikulum Tingkat Satuan 
Pendidikan (Depdiknas, 2006). A communicative approach is still encouraged and 
used in the teaching of English (Lie, 2007).   
In the new curriculum, the first goal of teaching and learning English in high school 
is discourse ability. Students are expected to understand and produce oral and 
written texts in relation to four language skills: listening, speaking, reading and 
writing. Secondly, students are expected to comprehend and produce various texts 
in different genres such as narratives, procedures, description, recounts, reports, 
news items, analytical expositions, hortatory expositions, spoofs, explanations, 
discussions, reviews, and public speaking. Thirdly, students are expected to 
demonstrate linguistic (grammar, vocabulary, spelling), sociocultural (language 
expressions based on the context), strategic (problem-solving), and discourse 
competence (Depdiknas, 2006). 
The school-based curriculum allows more freedom for teachers to select and 
implement teaching materials, teaching methods and strategies that suit their 
students’ abilities and needs. Teachers are given the freedom to adopt and adapt 
the national curriculum based on their teaching contexts. However, the changes in 
the curriculum have not been followed by appropriate socialisation and teacher 
training (Hadisantosa, 2010). Moreover, teachers may not have the skills to create 
their own curriculum because they are not sufficiently trained to do so. Often 
teachers simply adopt the government curriculum or use textbooks offered by 
publishers (Yuwono, 2005).  
Another problem encountered by teachers and students is the assessment of 
learning. In Years 9 and 12, students have to sit the English national standardised 
test. Even though the curriculum focuses learning on the four language skills of 
listening, speaking, reading and writing, the written test is usually designed to 
evaluate students’ listening and reading skills only. Speaking and writing skills are 
generally evaluated by teachers, rather than in a national standardised test. Testing 
in this way leads teachers of English to concentrate on these two skills, especially 
reading, since the teaching of listening is more difficult because of limited resources 
and materials (Mattarima & Hamdan, 2011b).  
21 
 
A recent policy (2008) implemented by the Indonesian government categorises high 
schools as one of either: a regular/local school; a national standardised school; an 
international school; an international standardised school; or a prospective 
international standardised school (Hadisantosa, 2010). An international school is 
defined as a school run by the representative of a foreign country and approved by 
the Indonesian government. International and prospective international standardised 
schools fulfil all the national standards for education as determined by the education 
standards of one of the countries belonging to the Organisation for Economic Co-
operation and Development (OECD) (Depdiknas, 2007). 
Different types of high school use English to varying degrees during the school day 
and to different ends. The different school types provide different environments for 
learning and using English. Students in international and prospective international 
standardised schools use English as a medium of instruction for science and 
mathematics. Students in these types of school therefore have a higher motivation 
to learn English as compared to their counterparts in the regular high schools (Lie, 
2007). In national standardised and regular/local schools, English is learned and 
used in English subject classes which generally meet twice a week for ninety 
minutes each meeting (Depdiknas, 2006). 
Over time, with the changing of the school curriculum, learning conditions in 
Indonesian schools have started to change positively. Unfortunately, this change 
mostly only happens in urban schools, especially in international and prospective 
international standardised schools where students are more involved in the teaching 
and learning process. The classroom layout enables group discussion with the 
teacher acting as a facilitator, reflecting a movement away from a teacher-centred 
approach to a learner-centred approach (Yuwono, 2005). Class sizes have also 
changed. Classes tended to be crowded previously with about 40 students. Now, 
classes have been reduced to 25-35 students per class. However, national and 
regular/local schools classes are still crowded, possibly because of the limited 
availability of classrooms and teachers.  
The approach to language teaching favoured by teachers is moving towards 
contextual and communicative language teaching to meet students’ needs 
(Bradford, 2007). Some teachers have changed their teaching strategies from 
traditional approaches to a communicative approach by focusing on the four 
language skills: listening, speaking, reading and writing (Hadisantosa, 2010). 
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However, most teachers still implement a teacher-centred approach, possibly 
because of insufficient professional development or training (Lie, 2007). What is 
clear from these changes is that if schools are to meet the expectations of the new 
policies, attention needs to be placed on both teachers’ and students’ motivation. 
Before this review examines the literature around language learning motivation and 
motivational teaching strategies, some literature drawn from the wider context of 
teaching and learning a second/foreign language will be introduced to provide 
background to language teaching. It is also important to discuss the role of first 
language in second language learning.  
Teaching and learning a second language  
In this thesis, a second language (L2) means any other language learned after 
acquiring a first language (L1). In this section I will provide a brief overview of 
influences on second language learning, including the age of the learners, the types 
of approaches that have been used historically, and the role of L1 in learning a 
second language. Many factors, biological and experiential, influence L2 learning 
(Lightbown & Spada, 2006). 
Lightbown and Spada (2006) depict a broad view of second language learning; they 
claim that L2 learning is affected by factors such as: learner characteristics and 
experience, social and cultural environment outside and inside the classroom, the 
structure of first and second language, opportunity to interact with the target 
language speakers, and access for correction and grammar instruction.  
Learning L2 can be difficult, especially for adolescents, because at this age the 
language is not acquired as readily as in childhood but adolescents have 
advantages in terms of linguistic background and cognitive maturity (Lightbown & 
Spada, 2006). When children become adolescents, their problem-solving and 
metalinguistic abilities are already developed so they can become more self-
conscious when learning a second language (Lightbown & Spada, 2006). They are 
not prepared to take risks and hence make the mistakes that are essential for 
language learning. Fortunately, at this stage they already have a linguistic system, 
their L1,  upon which they may rely when required (Hummel, 2013).  
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Unlike learning a first language, acquiring L2 during adolescence may not involve 
predictable linguistic and cultural processes. Adolescent L2 learners are subject to a 
more complex learning situation than children acquiring a first language. In keeping 
with this, students’ personal characteristics and their learning contexts influence L2 
learning. The individual aspects of learning include intelligence, aptitudes, attitudes, 
motivation, personalities, learning styles, cognitive styles, and learning strategies 
(Hummel, 2013).  
A foreign language learning context covers the interacting environments of 
classroom context, the school context, and the wider community context. Chang 
(2011) asserts that L2 learning can be hindered by factors beyond the control of the 
classroom teacher in the school and community contexts. In the school context 
factors include examination oriented teaching/learning, limited class hours, and 
large classes; and in the community contexts, factors such as lack of opportunities 
to practice L2, and lack of learning resources pose as impediments to learning 
(Chang, 2011).  
A body of research suggest that there are effective methods and strategies in 
teaching L2. However, the methods of teaching should suit the context of the 
learners (Cummins & Davidson, 2007; Ellis, 2008; Hummel, 2013; Kumaravadivelu, 
2005; Lightbown & Spada, 2006). Chang (2011) also adds that the suitability of 
language teaching methods in particular context may influence effective language 
teaching and learning for students. Hence, it is imperative that teachers select a 
suitable language teaching methods that is relevant to their context (Littlewood, 
2007).  
Language teaching methods have changed over time. The methods can be traced 
back from grammar translation methods which were introduced in 1780 (Harmer, 
2007). Some key features of this method were: presenting students with long 
explanations of L2 grammar rules, memorisation of vocabulary, and translation 
exercises. Another method that was developed in the 1950s was the audio-lingual 
method which relied heavily on language drills and learners not making errors. This 
method has a link to behaviourist theory of learning, suggesting that learning is a 
result of habit formation (Harmer, 2007). Around 1950s-1960s a new method 
became popular: the so-called direct method characterised by the exposure to 
grammar through dialogues and conversational exchanges, and using the target 
language is a major priority. The use of L1 is limited in this method. In response to 
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all the methods that have been introduced, teachers and researchers have realised 
that students need to communicate meaning, rather than focus on grammar rules 
(Cummins & Davison, 2007). For this reason the communicative approach or 
communicative language teaching was introduced.  
Another recent approach, and one which developed together with communicative 
language teaching, is task-based language teaching. This approach integrates the 
theoretical and empirical foundations of pedagogy to promote learning in the form of 
‘tasks’. However, Ellis (2009) notes that there are advantages and disadvantages in 
using task-based language teaching. This approach offers several advantages such 
as promoting natural learning inside the classroom, emphasising meaning, helping 
learners to get a rich input, intrinsically motivating, learner-centred learning, 
promoting both fluency and accuracy, and working alongside traditional approach. 
On the contrary, he also suggests that teachers also commonly misinterpret the 
meaning of ‘task’ and language teaching methods are used inappropriately. 
Teachers may be tempted to use the students’ L1 more than in other approaches 
because they want to explain the procedures associated with the task in order to 
maintain discipline in the classroom. This may impede communication in L2 (Ellis, 
2009). 
From the history of L2 teaching methods, a new perspective has developed. It is 
called post method teaching and is based on the view that no one method is best for 
all L2 contexts. Teachers are expected to use their creativity, practices, and 
processes of classroom instructions to develop approaches to suit their teaching 
and learning context (Hummel, 2013; Kumaravadivelu, 2005).  
All L2 teaching methods reviewed above raise some classroom instructional issues 
that need to be addressed. It indicates that each teaching method has strengths and 
weaknesses. Such issues, however, point to two distinct teaching approaches at 
play, one cognitive and the other sociocultural (Hummel, 2013). The cognitive 
approach relates to how much L2 grammar should be taught in the classroom. 
Research shows that any pedagogical approach to language teaching should draw 
students’ attention to L2 structure implicitly or explicitly (Lightbown & Spada, 2006). 
The sociocultural approach relates to the importance of social interaction in L2 
learning because one of the purposes to learn L2 is to be able to communicate 
using it. To accommodate this goal, students need to be exposed and encouraged 
to listen and use L2. This creates a conflict with how much L1 can be used in 
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learning L2 (Hummel, 2013; Levine, 2013). Levine (2013) added that appropriate 
use of L1 saves time and can be more efficient for optimising L2 use in the 
classroom. The main question in relation to all methods since the introduction of the 
Direct Method is whether L2 should be used solely and for the whole lesson or 
whether L1 can also be used to communicate or give information (Lee & Macaro, 
2013). Research indicates that there is a link between students’ use of L1 and their 
L2 learning. Hummel (2013) and Nation (2003) emphasise that L1 use in the 
classroom has a role in students’ L2 learning. 
The use of L1 in teaching/learning L2 
Although there has been a controversy in the field of L2 learning about whether the 
use of L1 is a help or a hindrance, the role of L1 in L2 learning cannot be neglected 
(Bingjun, 2013; G. Hall & Cook, 2013). L1 supports L2 learning for several reasons, 
such as helping students with vocabulary, reading comprehension, and linguistic 
awareness (G. Hall & Cook, 2013; Hummel, 2013; Nation, 2003). Linguistic 
awareness, such as structural differences and similarities in L1 and L2, promotes 
students’ L2 learning (Hummel, 2013). Carson and Kashira’s (2012) study of  
teaching English in Japanese found that the students’ L1 supported their 
understanding of L2 vocabulary, linguistic rules, and assisted checking for 
comprehension. Similar findings emerged from Afzal’s (2013) study which found that 
using L1 helped students to understand complex ideas from a text and grammar 
explanation. He emphasised that appropriate use of L1 did not reduce students’ 
exposure to L2. Additionally, Ellis (2008) explained that students’ L1 facilitates their 
L2 learning as background knowledge for acquiring L2.  
In the context of a German university, Campa and Nassaji (2009)   investigated two 
L2 instructors in a 12-week semester by using interviews and stimulated recall 
sessions. The study focused on teachers’ reasons for using L1 in L2 classroom. The 
finding was that teachers use L1 as one of their pedagogical techniques and if 
students share the same L1, it can also be used as a learning tool (Campa & 
Nassaji, 2009). A similar finding emerged from a study in Saudi Arabia which 
involved 30 students and three teachers who learn English as an EFL in a high 
school. The study found that teachers preferred to use Arabic for certain situation 
and specific reasons such as helping low achieving students, explaining 
grammatical rules, introducing new vocabulary, and giving exam instructions (Al-
Nofaie, 2010). Pakzadian’s (2012) study in Isfahan which involved 60 high school 
students learning English as a foreign language and Liu’s (2008) experimental 
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research in a Chinese university also suggest similar findings that students’ L1 
facilitated their understanding of L2 vocabulary.  
Strategic use of L1 has been found to promote vocabulary learning, grammar 
instruction, classroom management including discipline, maintaining relationships 
with the learners and reflecting on learning. Macaro and Lee (2013) undertook a 
quantitative study of 798 students (311 university students and 487 children from the 
last year of elementary school) learning English in Korea. The findings suggested 
that using L2 benefitted students’ vocabulary learning; none of the early adolescent 
or university students in the study favoured the total exclusion of L1 use in the 
classroom. Edstrom’s (2007) study supported Macaro and Lee’s (2013) findings. He 
conducted a case study with 15 students who learned Spanish. The data were 
collected using 24 audio-recorded class sessions, a reflective journal, and a written 
questionnaire. The study found that the teacher’s reasons for using L1 in L2 
classroom were grammar instruction, classroom management and maintaining 
relationships with students. Additionally, Jindal (2013) noted similar reasons for 
teachers’ use of L1 in L2 classrooms, such as maintaining discipline, using L1 as a 
resource for L2 learning, metalinguistic reflection, establishing communication, and 
reducing social inequalities between teachers and students. Overall, Nation (2003) 
highlighted that the use of L1 needs to be seen as a useful tool, similar to using 
pictures, real objects, and demonstration but L1 should not be overused because 
students also need to be exposed to L2. These studies indicate that the use of L1 in 
the classroom can facilitate and promote students’ L2 learning. It can be concluded 
that the studies suggested avoiding too much use of L1 and promoting L2 use. 
The studies that have been reviewed provide evidence that the use of L1 not only 
supports L2 learning but is also useful as a teaching strategy to build rapport with 
students and hence may have the potential to foster L2 learning motivation. The 
following section will look at motivation and motivational teaching strategies in L2 
learning. 
Motivation in learning a second/foreign language  
Motivation is interpreted in different ways by different researchers. The root of 
motivation is from the Latin verb, “movere” which means “to move” (Dörnyei & 
Ushioda, 2011, p. 3). Researchers view motivation as the driver of human action for 
a special purpose (Csizer & Dornyei, 2005; Dörnyei, 2001; McDonough, 2007; Ryan 
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& Deci, 2000). In Gardner’s socio-educational model, motivation is defined as the 
learner’s orientation to learn a target language (Gardner, 1999). Nakata (2006) 
states that motivation has a link to cognition, feeling and emotion, and the 
environment when learning languages. The view that motivation and emotion are 
strongly linked is endorsed by MacIntyre (2002). For the purpose of my study, I 
define motivation as factors or reasons that move or drive students to learn English 
as a foreign language.  
Motivation plays an important role in second or foreign language learning success 
(Dörnyei, 1998). It is considered as a cause of success or failure in learning 
(Guilloteaux & Dornyei, 2008). Among factors that influence success in learning a 
second language—such as attitudes, motivation, language anxiety, self-confidence, 
field independence, personality variable, intelligence, language aptitude, and 
language learning strategies—motivation is considered the most influential factor in 
second language learning. These other factors depend on motivation in order to be 
realised (Gardner, 2001).   
It is hard to succeed in learning a second/foreign language without motivation 
(Ushioda, 2008). Moreover, a study found motivation correlates with achievement 
(Bernaus & Gardner, 2008). According to this study, the more motivated the 
students the higher their L2 language achievement. Therefore, in learning a second 
or foreign language, motivation is considered as a determining factor for success or 
failure (Dörnyei, 2010b).  
Language learning motivation is unique compared to motivation for learning other 
subjects because learning a second/foreign language also involves taking on 
elements of the target language community’s culture, psychological identification 
with the second language community, and changes in identity (Dörnyei, 2001; 
MacIntyre, 2002). In learning a second/foreign language, sustained motivation is 
very important because language learning takes considerable time and effort. 
Oxford and Shearin (1994) emphasised the difference in motivation to learn a 
language between second and foreign language environments. A second language 
is a language which is learned in an environment where the target language is used 
as a medium of communication, such as occurs for a non-English speaker learner 
learning English in New Zealand. So learning English in this circumstance is 
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supported by the social environment that uses English as a medium of 
communication. A foreign language is one where that language is not used as a 
medium of daily communication (Dörnyei, 1990; Oxford & Shearin, 1994). The use 
of the target language may be confined to the classroom and there are few 
opportunities to use it in the environment for communication.  
It will be more difficult to learn a second language in a foreign language context 
where students have little opportunity for contact with the target language speakers. 
Accordingly, learning a second language in a foreign language context will need 
more motivation from students (Dörnyei, 1990, 1994; Oxford & Shearin, 1994). In 
other words, foreign language learners generally need higher motivation in order to 
succeed compared to second language learners (Dörnyei, 1990). Additionally, 
Oxford and Shearin (1994) argue that foreign language learners need more 
emotional or psychological security. When the students do not feel psychologically 
secure they will not take the risk of using the target language. These studies 
(Dörnyei, 1990, 1994; Oxford & Shearin, 1994) relate to the context of Indonesian 
high school students who learn English as a foreign language. 
High school student motivation in learning English as a second/foreign 
language  
Motivating learners to learn a second/foreign language is reported by many teachers 
as the most important but difficult skill in teaching after managing classrooms 
(Dörnyei, 2001). Studies of motivation in second/foreign language learning reveal 
that student motivation is influenced by other factors such as teachers, classroom 
climate, and assessment (Ghenghesh, 2010; Kikuchi, 2009; Matsumoto, 2009; 
Yeung, Lau, & Nie, 2011). Thus, the role and the influence of the teacher in 
motivating high school students to learn a second/foreign language are very 
significant. Myburgh et al. (2004) in the South Africa EFL school context found that 
the teacher’s role was extremely important. The study also suggested that teachers 
need to consider learners’ experience and cultural background and parents’ 
involvement in the learners’ schooling should be encouraged. 
Ghenghesh (2010) investigated 140 students studying EFL who had just entered 
high school, and five teachers in the Tripoli area using a questionnaire. The 
questionnaire consisted of 101 statements about the learning of English with 19 
motivational variables. The students responded through a five-point Likert scale plus 
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two open-ended statements. Twenty students and three teachers took part in a 
follow-up semi-structured interview. The results indicated that the motivation of 
second language learners decreases with age; that is, the older the learners are, the 
lower their motivation. These research findings indicate the importance of 
conducting research on high school students’ motivation in other cultural/national 
contexts, such as Indonesia.    
In the Singaporean context, Yeung (2011) surveyed 4214 high school students who 
studied English as a second language. The study examined motivational constructs 
such as self-efficacy, interest, mastery goal orientation, engagement, avoidance-
coping, and effort withdrawal. The study found that high school students’ English 
learning motivation tends to decline as they grow older. It revealed that second 
language teachers needed to expend more effort and use more strategies to 
motivate adolescents. The findings also revealed that teachers have a crucial role in 
influencing and enhancing students’ motivation. Yeung’s research is consistent with 
the findings of Ghenghesh’s (2010) study.  
Interestingly, one way to promote high school students’ EFL motivation is using CLIL 
(content and language integrated learning). English is used as a medium of 
instruction to teach other subjects. Lasagabaster (2011) confirmed the benefit of 
CLIL for enhancing both students’ motivation and language achievement. This study 
indicates that using English to learn school subjects can benefit students. One of the 
cases in my study, the international standardised school, uses English as a medium 
of instruction for students learning mathematics and sciences.   
In contrast, Kikuchi (2009) investigated factors that demotivate high school students 
to learn English in a Japanese context. Forty-two students responded to a 
questionnaire which allowed open-ended responses so that participants could 
answer in their own words. The open-ended questions asked whether the students 
would use English for their future, whether they enjoy studying English, and what 
discouraged them from learning English. Five students participated in an interview. 
The study found five factors demotivated students: individual teacher behaviour in 
the classroom; the overuse of grammar translation method; tests and university 
entrance examinations; vocabulary memorisation; and textbook limitations. This 
research supports the influence of teacher decision-making on students’ motivation. 
It indicates that teachers’ decision-making can increase or decrease students’ 
motivation.  
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Even in an environment where the target language is the medium of communication 
in the community, language teachers are important because students need to use 
the language to survive in everyday life. In a survey of 119 international students 
who studied English in an Australian context, Matsumoto (2009) found that teachers 
are an important factor in student motivation. The teacher factors that influence 
student motivation are categorised into three groups: behaviours; personality; and 
teaching style. The findings signify that teachers’ behaviours and the building of a 
positive relationship with students are motivating factors in learning English. 
The studies of high school student motivation to learn English as a second/foreign 
language confirm the important role of the teacher in enhancing and nurturing 
students’ motivation. High school students’ motivation is associated with their 
teacher’s motivation; they support each other (Papi & Abdollahzadeh, 2011). At this 
stage of their education, the students’ motivation may decrease because of the 
classroom environment and factors related to the teacher (Lamb, 2004b). Hence, at 
high school a teacher can have an impact on students’ motivation to learn a 
second/foreign language. 
Teacher motivation 
When teachers are perceived by their students to be motivated, the students’ own 
learning motivation and satisfaction are likely to be increased (Montalvo, Mansfield, 
& Miller, 2007). Motivated teachers love teaching and enjoy students. If the learners 
sense this, the teachers are likely to be remembered for the whole of the students’ 
lives, not because they are the most clever and skilful instructor but because of the 
caring relationship between them (Montalvo et al., 2007). Teachers’ motivation is 
associated with students’ motivation. These studies also imply that teachers’ 
behaviours, especially those associated with caring, enhance students’ motivation 
(Bernaus, Wilson, & Gardner, 2009; Jesus & Lens, 2005; Matsumoto, 2009; 
Montalvo et al., 2007). In other words, student motivation and teacher motivation are 
closely linked (Nakata, 2006). 
Additionally, Sugita and Takeuci (2010) claim that what teachers do in the 
classroom influences learner motivation. This idea is strengthened by a mixed 
method study of motivational teaching strategies in EFL classes in Brazil. This study 
involved 23 teachers of English and 213 students; the results indicated that teachers 
and students agreed on the importance of teacher-student rapport, teacher 
31 
 
characteristics, and the stimulation of interest for fostering students’ motivation and 
learning (Xavier, 2005).  
Bernaus and Gardner (2008) argue that teacher motivation is the most important 
variable in L2 teaching and learning. They claim that if teachers are not motivated 
the whole notion of motivational strategies is under-used (Bernaus & Gardner, 
2008). Without motivation, it is hard for teachers to implement motivational teaching 
strategies. Dörnyei and Ushioda (2011) also confirm the positive effect of teacher 
motivation on L2 teaching and learning. The implementation of motivational teaching 
strategies in the classroom is also related to the teacher’s pedagogical knowledge, 
teaching experience, and beliefs (Bernaus & Gardner, 2008; Dörnyei & Ushioda, 
2011; Jesus & Lens, 2005; Matsumoto, 2009; Montalvo et al., 2007). 
A survey in an Iranian EFL high school students found that many teachers did not 
utilise motivational strategies in their teaching to promote their students’ English 
learning achievement (Khatib & Najafi, 2012). The questionnaire was distributed to 
50 students randomly. The questionnaire gathered data about the cognitive, 
affective and social motivational strategies used by teachers. The results were 
analysed statistically. The study revealed that teachers had a conception that 
students were responsible for motivating themselves so teachers did not need to 
apply motivational teaching strategies. This implies that teachers’ perception of the 
lack of need for motivational teaching strategies influenced their teaching practice. 
Borg (2003) argues that teacher cognition—what teachers think, know and believe—
influences their classroom practices. Borg (2003) emphasises that teachers’ 
classroom practices are also shaped by the social, psychological and environmental 
realities of the school and the classroom. Borg (2003) classified four factors 
influencing teacher cognition such as schooling, professional coursework, classroom 
practice, and the teaching-learning context. Language teachers are also influenced 
by their experience as language learners. Teachers promote or avoid using 
particular teaching strategies based on their positive or negative experience of these 
strategies as learners (Borg, 2003). From the research on teacher cognition, Borg 
(2003) found that teachers’ education at teacher training college impacted on their 
cognition. Teacher cognition is considered to be a powerful influence on their 
classroom practice. 
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To sum up, second/foreign language teachers have an important role in influencing 
student’s motivation. Teacher motivation and cognition influences a teacher’s 
classroom practices. In turn, the teacher influences students’ motivation.  
Motivation in an Indonesian EFL context 
This section will explore learning English as a foreign language in an Indonesian 
context. It considers both the school context and the cultural context. 
The influence of culture on motivation 
When motivation to learn a second/foreign language is discussed at school, it is 
important to consider the cultural context of classroom learning (Gardner, 2007). 
Learning a second/foreign language involves elements of another culture. It means 
students’ motivation is influenced by their own culture and it is necessary to consider 
this culture.  
Many Indonesian students are reluctant to speak English because of shyness. They 
tend to be passive and listen to teachers rather than challenging them with 
questions (Marcellino, 2008; Mattarima & Hamdan, 2011b). In a survey of six 
classes from five Indonesian senior high schools, Marcellino (2008) found that one 
of the reasons why students were silent in the classroom is because of their cultural 
belief and values. Indonesian culture does not encourage students to challenge 
older people such as parents, teachers or community leaders. Marcellino’s study 
also found that a teacher-centred approach is still embedded in the Indonesian 
school setting. A teacher-centred approach results in few opportunities for students 
to ask questions or practise their English. 
High school and university students’ motivation 
There is some research on motivation in the Indonesian context. A major figure in 
this research is Martin Lamb who conducted a series of studies looking at 11 and 12 
year old children’s English learning motivation. At this age, children in Indonesia 
enter junior high school, and most of them start learning English for the first time. In 
elementary school, English is not a compulsory subject. Lamb used open and 
closed questionnaire items followed by class observations and interviews. His 
findings indicated that students’ motivation when they entered junior high school 
was high. This includes both integrative and instrumental motivation in relation to 
English as a global language. Integrative motivation refers to learners’ desire to 
33 
 
interact with the speakers of a target language community and culture. Instrumental 
motivation is a desire to learn a target language for the usefulness of the language, 
such as to improve one’s future employment opportunities (Gardner & Lambert, 
1959; Hernandez, 2006).) Lamb (2004a) found that Indonesian high school students 
had both integrative and instrumental motivation. However, the integrative 
motivation refers to the desire to be part of a global English culture instead of an 
Anglophone culture (Lamb, 2004a). Liando et al. (2005) found similarly that 
Indonesian secondary students display integrative motivation in considering English 
as a global language. Lamb (2004b) also found that Indonesian students had to be 
autonomous learners because the school, English curriculum, and teaching 
methods do not accommodate what the learners need in terms of English skills. 
However, Lamb (2007) found that students’ motivation tended to decrease after the 
initial learning of English at school (Lamb, 2007). The study suggests that the 
English teaching methods and materials should be changed to keep the students 
motivated to learn English. 
 
In his following study in Indonesian high schools, Lamb (2012) found that students’ 
ideal L2 self was a significant factor in students’ motivation in an urban or 
metropolitan area. In this study Lamb used Dörnyei’s L2 motivational self-system as 
a framework (see Section The socio-dynamic period). He conducted a survey of 527 
learners using a 50-item questionnaire. An interesting finding from this study is that 
urban students have more L2 self-motivation compared to their counterparts in rural 
schools. This suggests that the teacher’s role in motivating students in rural areas is 
a topic that requires more in-depth study.  
Maulana, Opdenakker, Brok, and Bosker (2011) investigated interpersonal 
relationships between teachers and students in English and mathematics. The 
participants were 1900 junior high school students (grades 7 to 9), aged 
approximately 11-14 years old. The findings show that teachers perceive 
themselves more favourably than their students’ do. The teachers perceived that 
they were more likeable, helpful, friendly, and understanding compared to what the 
students reported. Students perceive that teachers’ interpersonal behaviour links 
with their learning motivation (Maulana et al., 2011). This implies that teachers can 
influence students’ motivation, and teachers’ behaviours have a link with students’ 
English learning motivation. 
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Bradford (2007) explored Indonesian university students’ motivational orientation to 
learn English by administering a three-part questionnaire, with some open-ended 
questions, to a sample of 168 Indonesian university students. The study found that 
university students’ motivation to learn English is mostly influenced by instrumental 
reasons, such as understanding textbooks, getting a highly paid job, or working for a 
foreign company or working abroad. Student integrative motivation in learning 
English was not considered to be influential.  
The research on high school student motivation and university student motivation to 
learn English in Indonesia shows different findings. High school students display 
more integrative motivation towards English as a global language. They are initially 
motivated to learn English but this motivation decreases because of the classroom 
and school context which may not accommodate the students’ English language 
needs (Lamb, 2007). On the other hand, university students can keep themselves 
motivated by considering the advantages of learning English for their future careers. 
This indicates they are influenced through instrumental motivation.  
Overall, the findings in this section suggest that research on what the teacher does 
to motivate students in Indonesian high schools, especially outside the central urban 
areas, is very important. At school level, integrative motivation is evident whereas at 
university level instrumental motivation is a stronger form of motivation. 
The history of research in second/foreign language learning 
motivation 
Ushioda and Dörnyei (2012) have identified four broad phases in relation to the 
research that has been conducted on second/foreign language motivation. These 
phases have been described as: the socio-educational period; the cognitive-situated 
period; the process-oriented period; and the socio-dynamic period. This analysis 
also reveals that second language motivation is related to other disciplines outside 
of language learning.  
The socio-educational period 
The socio-educational period can be traced back to an early leading theory in 
language learning motivation; it arises from the seminal work of Wallace Lambert 
and Robert Gardner (Gardner & Lambert, 1959) who studied motivation in second 
language learning in Canada. They classified motivation into two basic types: 
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integrative and instrumental. As mentioned above, their idea of integrative 
motivation relates to the learner’s positive attitude toward the target language 
community and the desire to integrate into that community. Integrative motivation is 
regarded as the main driver to learn a second language. Instrumental motivation, on 
the other hand, refers to students’ goal of learning a target language because of the 
usefulness or reward for this learning, such as getting good mark in a test, winning a 
prize, or getting a good job. Instrumental motivation arises because of the linguistic 
benefits or practical advantages that arise from learning a target language (Gardner 
& Lambert, 1959).  
Many studies have been conducted based on the dichotomy of integrative and 
instrumental motivation (Bernaus & Gardner, 2008; Bernaus et al., 2009; Gardner, 
Masgoret, Tennant, & Mihic, 2004; Gardner & Tremblay, 1994). However, this 
concept is now considered by some researchers as not broad enough to represent 
and explain student’s motivation to learn a second language (Dörnyei, 2005; Oxford 
& Shearin, 1994). For second/foreign language teachers, the issue is not only the 
students’ desire to integrate with speakers of the target language, but how the 
students engage in learning tasks and maintaining this engagement in their learning.  
Cognitive-situated period 
The limitation of the socio-educational perspective of motivation encouraged 
researchers to search for other factors that may influence second language learning 
motivation. During the late 1980s and early 1990s, research began to focus on 
“cognitive-situated” influences (Ushioda & Dornyei, 2012). The starting point for this 
research is the work of Crookes and Schmidt (1991).   
Crookes and Schmidt (1991) suggested that motivation in learning a second 
language connected to the students’ choice, engagement and persistence. They 
argued that research on motivation in learning a second language should be 
general, not only consider strategies that can be applied in a certain context only. 
Oxford and Shearin (1994) supported Crookes and Schmidt’s (1991) findings that 
students’ motivation to learn a second/foreign language is broader than the 
distinction between integrative and instrumental motivation only. They argued that 
integrative and instrumental were some of the reasons why students learn a 
second/foreign language. Other factors include cultural curiosity, an interest in 
foreign travel, and the intellectual challenge (Oxford & Shearin, 1994). Additionally, 
36 
 
Oxford and Shearin (1994) emphasised that students seek social comfort, 
acceptance and esteem in the classroom. However, students’ motivation is not 
stable over time; it may change in kind and degree (Dörnyei, 1994, 2010a; Oxford & 
Shearin, 1994). Consequently, the research approach has shifted to a stronger 
focus on the classroom; how the learning context influences learner motivation, and 
conversely how motivation affects the learning process. It is argued that the 
classroom context has a stronger effect than was previously proposed (Dörnyei, 
1994). 
Process-oriented period 
The third phase of research on motivation is based on Dörnyei and Otto’s (1998) 
research on second language learning motivation; this is referred to as the process-
oriented period. This research groups motivation into three temporal segments 
(Dornyei & Otto, 1998 pp. 47-51):  
 
 Preactional stage: in this stage motivation needs to be generated (it is also 
called “choice” motivation).  
 Actional stage: in this stage motivation needs to be maintained and protected 
by providing pleasant and interesting activities or tasks so learners 
experience a supportive learning atmosphere. This stage is sometimes 
called “executive” motivation.  
 Postactional stage: in this stage learners need to undertake retrospective 
evaluation of how the learning has been conducted; they should be able to 
select learning activities that motivate them to learn in order to pursue their 
future goals. This is also known as the “motivational retrospection” stage. 
 
In support of the process-oriented model, Dörnyei and Csizer (1998) conducted a 
survey in Hungarian second language learning which identified the most important 
factors that teachers should consider in motivating students. The questionnaire 
consisted of 51 strategies, with the teachers asked to rank how frequently they used 
the strategies. Dörnyei and Csizer surveyed 200 Hungarian teachers of English from 
various language teaching institutions to establish the 51 motivational strategies and 
then identified how often the teachers used them in the classroom. They proposed 
that ten major strategies or “Ten Commandments” underpinned motivation for 
second language learners. These are given in Table 2.1. 
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Table 2.1: Ten Commandments for Motivating Language Learners 
Ten Commandments for Motivating Language Learners  
1. Set a personal example with your own behaviour. 
2. Create a pleasant, relaxed atmosphere in the classroom. 
3. Present the tasks properly. 
4. Develop a good relationship with the learners. 
5. Increase the learner's linguistic self-confidence. 
6. Make the language classes interesting. 
7. Promote learner autonomy. 
8. Personalise the learning process. 
9. Increase the learners' goal-orientedness. 
10. Familiarise learners with the target language culture.  
 
(Dörnyei & Csizer, 1998, p. 215) 
 
These Ten Commandments offer strategies that teachers can use to motivate 
learners. Empirical studies have been conducted to determine whether these 
techniques are worth using in specific learning contexts. It is important to note that in 
Dörnyei and Csizer’s study, the data were collected from the teachers’ perspective 
and included no student perspectives on what constitutes motivating teaching 
strategies. 
Based on his research on second/foreign language motivation, Dörnyei (2001) 
developed a total of 102 motivational strategies, called motivational teaching 
practice (MTP). MTP systematises the application of motivation into a circular 
system comprising four phases: creating motivational conditions; generating student 
motivation; maintaining motivation and protecting motivation; and encouraging 
positive retrospective self-evaluation. This cycle implies that student motivation 
should be built, generated, maintained and encouraged (Dörnyei, 2001). 
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Figure 2.1: Motivational Teaching Practice 
(Presented by permission from Dörnyei (2001), Figure 3, p. 29) 
 
In the first stage, teachers need to create motivational conditions in the classroom 
through appropriate teacher behaviours, good relationships with students, creating a 
pleasant and supportive atmosphere, and providing group norms to promote 
cohesive group behaviour. The second stage focuses on generating students’ 
motivation by enhancing their attitudes to learning language, increasing their goal 
orientedness, making teaching materials more relevant, and creating realistic 
beliefs. The third stage focuses on maintaining motivation by setting specific learner 
goals, presenting tasks in a motivating way, creating learner autonomy, and 
promoting learner self-motivational strategies. In the last stage, students are 
encouraged to build positive self-evaluation by the teacher promoting motivational 
attributions, providing motivational feedback, increasing the learner’s satisfaction, 
and offering rewards and feedback in a way that is motivating (Dörnyei, 2001).  
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Motivation study in middle of the twentieth century dominated by behaviourist 
psychology which focused on stimuli and responses based on research on animals 
such as Pavlov’s dog or Skinner’s rats. As a counteraction to the behaviourist 
theory, in the 1960s humanistic psychologists tend to focus their research onto 
human self-actualising to achieve personal capacities and talents. This cognitive 
approach focus on how individual’s attitudes, thoughts, beliefs, and interpretations 
influence their behaviours (Dornyei, 2001 p.8).  
The other way to view motivation is from the sociocognitive theory which underlines 
the important role of social process in shaping motivation. This theory argues that 
there is interrelationship between individual cognitive process and the environment 
(Bandura, 2001).  
There are different approaches to students’ motivation and while teachers need to 
understand these theories of motivation, they also seek ways to implement them 
within their own classrooms. Dornyei’s (2001) work was intended to raise practical 
issues and make concrete suggestions for classroom practices by developing a 
motivational teaching practice (MTP) framework which drew on the theories of 
motivation. In a language classroom, no single motivation theory can capture the 
complexity (Dörnyei, 2001). 
Therefore, strategies in MTP are drawn from different motivation theories. Phase 
one indicates how to create the preconditions that must exist so as to apply 
motivational teaching strategies such as appropriate teacher behaviours, a 
supportive classroom atmosphere, and a cohesive learner group. The other three 
phases are derived from different motivation theories. Some of the strategies in 
phase two are derived from expectancy value and goal orientation theory. For 
example, some strategies that teacher can apply such as inviting senior students to 
share their successful experience of learning L2, keeping students’ goal achievable, 
relating L2 to everyday experience, raising students’ awareness of different ways to 
learn L2. Most of strategies in phase three are derived from self-efficacy theory 
which helps students to build their “self” (self-esteem, self-confidents, self-efficacy, 
self-worth). The strategies that can be applied are presenting tasks in motivating 
ways such as using body movement, providing opportunities to success, drawing 
students’ attention to their strength and abilities. The last phase relates to 
motivational attribution theory by helping students to reflect on their past learning in 
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a positive way such as teaching students to attribute their failure in learning L2 as 
lack of effort rather than lack of ability (Dörnyei, 2001).  
This framework suits the purpose of my study which looks at motivation from 
classroom context. The focus of my study is on motivational teaching strategies or 
techniques used by teachers to motivate their student to learn. This is to help 
teachers to implement motivation theory in classroom practices.  
The socio-dynamic period 
In his later research, Dörnyei (2005, 2009b) broadened and elaborated on the MTP 
framework by introducing the L2 motivational self-system. With this development, 
motivation research has moved into the “socio-dynamic” phase, so-called for how it 
emphasises that teaching and learning contexts are made up of a multiplicity of 
internal, social, and contextual factors (Ushioda & Dörnyei, 2012). This phase of 
motivation research is called the “socio-dynamic” phase because it emphasises that 
the context of the teaching and learning is made up of a multiplicity of internal, 
social, and contextual factors (Ushioda & Dornyei, 2012). In this model Dörnyei 
proposed three main dimensions to students’ language learning motivation: the ideal 
L2 self; the ought to L2 self; and the L2 learning experience. The ideal L2 self 
represents the learners’ image or vision of what they aspire to be in the future. The 
ought to L2 self represents the learner’s perception of what significant other people 
expect. Those people may be parents, peers, or teachers. The ought to L2 self 
therefore represents the external influence on the learner as perceived internally by 
the learner. It also deals with the attributes the learner should possess to achieve 
goals and avoid possible negative outcomes. The L2 learning experience focuses 
on the students’ learning environment and experiences in that environment. The L2 
learning experience covers the impact of the teacher, the curriculum, the peer 
group, and the experience of success (Dörnyei, 2014). 
The socio-dynamic approach to language learning views motivation as the 
interaction of learners with their learning context, underlining the important role of 
social processes in shaping motivation (Ushioda & Dornyei, 2012). Through the new 
framework of the L2 motivational self-system, Dörnyei (2014) argues that learners 
cannot be separated from their social environment. In effect the teacher needs to 
consider the complexity of factors impacting on a student, whether they are internal 
41 
 
to the student, arising from the student’s family and social context, or from the 
learning context itself (Dörnyei, 2014).  
The difference between Dörnyei’s (2001) MTP system and the L2 motivational self-
system (2005; 2009) lies in relation to how motivation is viewed. MTP looks at 
motivation from the teachers’ perspective or teaching process; it involves the 
strategies a teacher can use to motivate their students. The L2 motivational self-
system focuses more on the learning process of students; that is, how student 
characteristics and the context influence the learning process. Since my study 
focuses on how teachers motivate their students, the MTP framework is a more 
appropriate model for gathering research data in the present study.  
Research on motivational teaching strategies 
The techniques used by teachers to motivate their students cannot be generalised 
and applied to all classrooms because of culture-specific variables such as the 
student approach to learning, the teaching approach, learner characteristics, and 
other factors in the learning environment that influence student motivation. Effective 
motivational teaching techniques used in one country may not be effective in 
another country (Cheng & Dornyei, 2007; Guilloteaux & Dornyei, 2008; Ruesch, 
Bown, & Dewey, 2011).  
Research has been conducted to find out the effect of implementing motivational 
teaching strategies on students’ motivation. Fourteen studies have used Dörnyei’s 
MTP framework. Most of the studies were surveys, followed up by interviews or 
classroom observations; one study conducted a quasi-experimental design, and one 
case study used interviews only. These will be described and reviewed below. First 
international studies will be reviewed and then two studies from Indonesian will be 
introduced. 
To investigate whether motivational teaching strategies are valid for all learning 
settings in terms of culture, ethno-linguistic and classroom context. Cheng and 
Dörnyei (2007) conducted a study in Taiwan. The researchers asked 387 
Taiwanese teachers of English to rate a list of comprehensive motivational 
strategies in terms of how important they were and how often the strategies were 
used in their teaching. This study revealed some similarities between motivational 
strategies rated by Hungarian teachers in Dörnyei and Csizer’s (1998) study. In 
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other words, the study found that some motivational teaching strategies are 
transferable across nations but some strategies are culturally bound.  
In response to this, Guilloteaux and Dörnyei (2008) conducted large scale 
observational research involving 40 EFL classrooms consisting of 27 teachers and 
1,381 students in South Korea. They used classroom observations to document 
learners’ motivational behaviours and teachers’ motivational teaching strategies; 
they also used student motivation questionnaires and observations of teachers’ 
overall motivational strategies. They found that teachers’ motivational strategies had 
a positive effect on students’ motivation. This finding filled the gap in the literature 
left by a lack of empirical evidence that teachers’ motivational strategies did impact 
on learners’ motivation.   
Not all strategies from MTP are found in every context, Guilloteaux (2013) 
conducted another study in South Korea involving 268 secondary school teachers. 
She confirmed her previous study with Dörnyei that some motivational strategies 
can be transferred across contexts. However, unlike her previous study, she found 
that Korean teachers rarely used motivational teaching strategies related to 
generating a positive classroom climate, or engaging students in group work and 
thereby enabling them to control student’s learning  (Marie-Jose Guilloteaux, 2013).  
Similar findings from a study in a Saudi Arabia university showed that the lecturers 
utilised some motivational teaching strategies—such as demonstrating proper 
teacher behaviour and promoting learners’ self-confidence—but paid little attention 
to the use of strategies that enhanced learners’ autonomy (Alrabai, 2011). 
Motivational teaching strategies can impact on students’ learning. A similar study 
was conducted by Papi and Abdollahzadeh (2011) in an Iranian context. The study 
involved 741 students and 17 teachers. The results indicated that teachers’ 
motivational teaching strategies significantly increased the students’ motivation. 
Classroom activities showed a strong positive correlation between teacher 
motivational teaching strategies and students’ engagement in learning. The 
research findings thus indicate that language teachers can enhance student 
language learning motivation by implementing specific methods and techniques. 
These motivational teaching strategies are investigated in my study.  
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Papi and Abdollahzadeh’s (2011) findings are supported by the study of Sugita 
McEown and Takeuchi (2012), conducted in a Japanese EFL context. They found 
that two strategies enhanced Japanese university students’ motivation, namely, 
starting the class on time and giving a clear explanation for helping students to 
prepare for class assessments and exams. The study asked for more research into 
whether motivation is influenced by teachers’ motivational teaching strategies or 
simply by the teacher’s likeability to students.   
To find out the effect of motivational teaching strategies, Moskovsky et al. (2013) 
conducted a quasi-experimental study in a Saudi Arabia high school. This study 
involved 14 teachers and 296 students, splitting into an experimental and a control 
group. The study found that teachers’ motivational teaching strategies clearly 
enhanced students’ L2 learning motivation (Moskovsky, Alrabai, Paolini, & Racheva, 
2013).  
There may be difficulties arising from the context which limit the use of motivational 
teaching strategies. Ziyuan (2004) used a mixed-method study in Jilin University 
with 130 students and an unspecified number of teachers. A survey was followed by 
interviews. The results show that some motivational teaching strategies proposed by 
Dörnyei (2001), such as teachers given to sharing their personal interest in second 
language learning with students, and showing students that the teacher cares about 
their progress, were not practical at Jilin University due to cultural differences and 
educational conditions in China. 
In the Brazilian EFL context, Xavier (2005) investigated three teachers and 213 high 
school students. The result suggests that some motivational teaching strategies 
from Dörnyei’s framework also applied in Brazil. In this study, Xavier asked both 
teachers and students to fill out the same questionnaire and followed this with 
interviews and classroom observations. The study found that factors from Dörnyei’s 
research, such as promoting learner autonomy, and emphasising the usefulness of 
learning English, both of which enhance student language learning motivation, are 
underutilised in this context. 
A positive relationship between teachers and students has been shown to be 
important in the Indonesian university context. Nugroho (2007) surveyed 43 English 
teachers in an Indonesian university The teachers filled out a questionnaire 
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indicating how frequently they employ certain motivational teaching strategies. The 
findings indicated that some motivational teaching strategies were not used. These 
included inviting highly motivated senior students to share their learning experience, 
inviting English native speakers into the classroom, displaying class goals, using or 
displaying culturally authentic material, and using group work. However, the findings 
also revealed that some motivational teaching strategies such as establishing a 
good relationship with students, creating a supportive and pleasant learning 
atmosphere, giving clear instructions for learning tasks, showing enthusiasm for 
teaching, and varying learning activities, are transferable across cultures and 
linguistic contexts.  
Kassing’s (2011) qualitative study investigated the motivational teaching strategies 
used in an Indonesian university. The participants were EFL lecturers and their 
student-teachers. The study found that lecturers and student-teachers agreed that a 
caring relationship between them is a highly effective motivational teaching strategy. 
However, the lecturers were not aware that the strategies they used impacted on the 
student-teachers’ motivation.  
Culture may affect the perception of motivational teaching strategies. Ruesch et al. 
(2011) administered a survey to foreign language students in an American 
university. This study suggested a cross-cultural difference in perception of 
motivational teaching strategies. The study found that there was a different 
perception of motivational strategies between teachers and students when the 
culture of the students differs from the culture of the teacher (Ruesch, 2012).  
In summary, the 14 studies reviewed here generally found a correlation between 
teacher motivational teaching strategies and students’ motivation (e.g. Guilloteaux & 
Dornyei, 2008; Kassing, 2011; Papi & Abdollahzadeh, 2011; Ruesch et al., 2011). 
However, teachers were not necessarily aware that their motivational teaching 
strategies impacted on learners’ motivation (Kassing, 2011). Furthermore, Sugita 
and Takeuci’s (2010) study indicated that only some motivational teaching strategies 
have a correlation with students’ motivation and the effectiveness of these strategies 
varied based on students’ language level. Cheng and Dörnyei’s (2007) Taiwan-
based study reveals that some motivational teaching strategies are transferable 
across cultural and ethnolinguistic contexts but some strategies are culture-sensitive 
or even culture-dependent. This finding is supported by Nugroho’s study (2007) in 
an Indonesian university and Xavier’s (2005) study in a Brazilian high school.   
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These appear to be a limited amount of published research on motivational teaching 
strategies conducted in an Indonesian high school context. It is important therefore 
to research motivational teaching strategies in Indonesian high schools to 
understand whether student age, the classroom context, and the wider cultural 
context influence student motivation. Among the 14 studies cited above, 12 were 
conducted by using survey research followed by interviews; one case study by 
interviews only; and one study by experimental research. My research contributes to 
this literature in that it is a multiple case study conducted in secondary school 
classrooms across different kinds of schools. There is a need for this research so 
that Indonesian teachers of English may understand the source of students’ 
motivation and help enhance their motivation by implementing suitable motivational 
teaching strategies. 
Teachers’ and students’ perceptions of motivational teaching 
strategies  
In a second/foreign language context teacher and students may have different 
perceptions of what they consider to represent effective motivation in teaching and 
learning. The mismatch of such perceptions may well decrease students’ motivation 
(Brown, 2009).  
Language teachers who teach in an EFL context may have constraints that limit 
their attempts to motivate their learners. In this context, students learn English in the 
classroom but have very little time for practice through exposure to English outside 
the classroom. This situation is likely to decrease students’ motivation to learn 
English (Sugita & Takeuci, 2010). There is a positive relationship between students’ 
perceptions of their teacher’s motivational strategies and their own learning 
motivation (Matsumoto, 2009, 2011).  
As mentioned, teachers may believe that their teaching strategies will enhance 
students’ learning motivation, but this is not always true. Sugita and Takeuci (2010) 
did a qualitative study in a Japanese high school and found that only a few of the 
teachers’  motivational strategies had a significant impact on students’ motivation. 
This finding is supported by Bernaus and Gardner (2008) who also found a 
mismatch between students’ and teachers’ perception of motivational strategies. 
The teachers reported that some strategies were effective, but the students reported 
that these same strategies did not enhance their motivation. A similar study in an 
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Iranian context produced similar results (Shishavan, 2010). Shishavan investigated 
59 teachers and 215 students to identify effective English language teaching 
strategies. Again, teachers and learners had different views about such strategies. It 
is evident from the above studies that teachers and learners of English can have 
different perceptions of effective motivational teaching strategies (Bernaus & 
Gardner, 2008; Shishavan & Sadeghi, 2009; Sugita & Takeuci, 2010; Sugita 
McEown & Takeuchi, 2012). 
Table 2.2: The mismatch between teacher and student perceptions of motivational 
strategies 
Motivational strategies as presented in the findings of four studies Teacher 
perceptions 
Student 
perceptions 
Bernaus & Gardner, 2008 
Making students do grammar exercise v  
Addressing question to the whole class v  
Asking students to work in small groups v  
Asking students to do project work v  
Laying down the norms to be followed in class v  
Emphasising communicative competence over discourse competence v  
Supplementing textbooks with other materials v  
Surprising students with new activities to maintain interest v  
Evaluating students by using tests v  
Giving students questionnaires to evaluate teaching v  
Shishavan & Sadeghi, 2009 
Assigning homework v  
Integrating group activities  v  
Using lesson plan v  
Asking about lesson preparation v  
Using L1  v 
Mastery of the target language v  
Good knowledge of pedagogy v  
Teacher caring behaviour  v 
Sugita & Takeuci, 2010 
Applying continuous assessment rather than pencil-paper test  v 
Teacher sharing own personal interest in L2 learning (e.g. learning strategies)  v 
Accepting mistakes as part of learning process  v 
Providing regular feedback  v 
Sugita McEown & Takeuchi, 2012 
Circulating around the classroom v  
Positive rewarding and praising the students v  
Bringing humour into the classroom v  
Performing in a friendly manner v  
Displaying enthusiasm v  
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The mismatch between teacher and student perceptions of effective motivational 
teaching strategies is presented in table 2.2. It should be noted that the table covers 
only mismatches. The symbol “v” in the table identifies whether the strategy relates 
to the perception of teachers of the perception of students. The appearance of “v” in 
a column indicates a positive perception by a particular group, teacher or students. 
In contrast to the preceding evidence, a study by Tuan (2012) in a Vietnamese high 
school involving a survey of 290 students and seven teachers of English, found that 
students were motivated and had positive perceptions regarding most of their 
teachers’ motivational teaching strategies. However, other factors were found to 
influence students’ learning motivation as well, such as students’ personal learning 
strategies and the nature of the English curriculum. This finding is supported by 
Sakui and Cowie (2012) who found that both the institution and the educational 
system influence learners’ motivation. The latter study also found that rapport 
between teachers and students had a positive effect on students’ motivation. 
However, certain student characteristics relating to attitudes and personality were 
found to impact negatively on their learning motivation; these included anxiety, lack 
of interest, shyness, and lack of confidence in learning a foreign language. 
A contextual model for embedding MTP 
The previous section reviewed research which is consistent with an ecological 
model (map) of teaching and learning proposed by Hall and Kidman (2004). This 
model is depicted below in Figure 2.2. Although the model is based on teaching and 
learning research conducted at the tertiary level, the authors report evidence of the 
application of the map to school level (Hullena, 2008). The feature of the map is that 
it organises contextual influences in a way that has some parallels with the 
ecological model of human development proposed by Bronfenbrenner 
(Bronfenbrenner, 1979, 1994). 
 
Bronfenbrenner argues that human development process is influenced by 
environmental factors which consist of four layers: microsystem, mesosystem, 
exosystem, and macro system. The microsystem consists of three points that 
influence a person’s development: individual activities, roles, and interpersonal 
relationship. The mesosystem embraces the relationships and process taking place 
between two or more setting (e.g. the relations of school and home, school and work 
place). The exosystem highlight factors that are not directly relate to individual but 
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could influence his/her development. The biggest system in this ecological model, 
macrosystem, embraces the smaller of lower order systems (Bronfenbrenner, 1979).  
 
Hall and Kidman (2004) proposed a model that also organises contextual influences 
in a way that has some parallels with the ecological model of human development 
proposed by Bronfenbrenner. Moreover, Hall and Kidman teaching and learning 
map (T-L map) specifically portrays education environments (wider community, 
institutional community, and the direct context of teaching and learning in the 
classroom). Additionally, this model pictures classroom context in more detail.  
Therefore, this model suits my study better than Bronfenbrenner’s framework since I 
am looking at the classroom context specifically teachers’ motivational teaching 
strategies and the environmental factors that influence the implementation of these 
strategies. 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2.2: Teaching and Learning Map 
 (Taken from Hall and Kidman, 2004, with permission) 
 
The model proposed by Hall and Kidman identifies three significant contextual levels 
that influence students’ performance in university education. At the micro level are 
the teaching-learning contexts typically represented by specific courses that 
students undertake. Within such contexts there are three key elements: the 
students; the teacher(s) of the course; and the particular subject matter—
knowledge, skills and values—that make up the content or curriculum within the 
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course. There are also three key relationships depicted by the concepts of “rapport” 
(between teacher and students), “expertise” (between the teacher and the content—
the teacher must have expertise of both the subject matter and how to teach the 
subject), and “understanding” which recognises that students must be active in 
building their understanding of the content. 
Within the teaching-learning context, Hall and Kidman stress the importance of 
factors that motivate and help students build their understanding. For example, the 
“rapport” between students and teachers comes about by the teacher’s respectful 
treatment of students, being available outside of class to answer questions, making 
lessons interesting and challenging, encouraging group work to support students in 
their learning, and so on. 
At an intermediate level of context, the Hall and Kidman model identifies the 
importance of the institutional context in supporting (or inhibiting) teachers in their 
work within the teaching-learning context. Institutional support covers matters such 
as the availability of resources, professional development opportunities for teachers, 
library support for students, computer facilities and other technologies that help 
teachers and students, and learning support and counselling for students that is 
over and above that provided in a specific teaching-learning context. The 
institutional context supports (or not) the motivational teaching strategies of teachers 
and the goals of students for their learning and future aspirations. 
The remaining (widest) context recognises influences on teaching-learning that arise 
from the wider community context: international, national, and local. For example, 
the availability of student loans and part time employment for students impacts on 
the time that students have available for study and the way students must learn to 
prioritise their life in order to be successful. 
The significance for the present research of the Hall and Kidman model is that it 
provides a complementary framework for Dörnyei’s MTP model. In a sense, the Hall 
and Kidman model is the equivalent of an “atlas”—it provides the bigger picture—
whereas Dörnyei’s model is the equivalent of a street finder; it provides the detail of 
motivational teaching strategies that teachers can bring to the teaching-learning 
context. 
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This research will examine the impact of motivational teaching strategies within the 
complementary conceptual frameworks provided by Dörnyei (2001) and Hall and 
Kidman (2004).  
Summary and research questions 
Motivation plays an important role in learning a second/foreign language. It is even 
more important in learning a new language in a foreign language context where 
students are generally exposed to a target language in the classroom. Moreover, the 
age of students also influences their motivation to learn a new language. 
Teacher’s roles in motivating their students are crucial since it has been that 
teachers’ motivational teaching practice can influence students’ motivation. 
Teachers’ implementation of motivational strategies is influenced by two main 
factors: teacher motivation and teacher cognition.    
In relation to research on motivational teaching strategies, it can be concluded that 
to some extent that teachers and students have different perceptions as to which 
teaching strategies are motivational (Bernaus & Gardner, 2008; Shishavan, 2010; 
Sugita & Takeuci, 2010; Sugita McEown & Takeuchi, 2012). It is also evident that 
the implementation of motivational strategies depends to some extent on the context 
(Sakui & Cowie, 2012; Tuan, 2012). There is a need for empirical research on these 
literature findings to determine whether, or to what extent, they apply in high school 
classrooms in Indonesia. My study contributes to filling this gap in the literature. 
Among several available frameworks on motivation, Dörnyei’s MTP most suits this 
study’s aim. The current study focuses on strategies that can be used by teachers to 
motivate their students. It was found that the implementation of MTP was influenced 
by context. The importance of context for teaching and learning is depicted well by 
Hall and Kidman’s (2004) teaching and learning map (T-L map). 
This study investigates teacher perceptions of motivational strategies, how the 
strategies are implemented, and how learners report their motivation. This study 
should help teachers and educational practitioners understand how teachers 
motivate students in learning English as a foreign language in Indonesian high 
schools. It will also inform research on the social and cultural factors that influence 
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foreign language learning. In support of these objectives, the research questions 
that frame this study are:  
1. How do Indonesian teachers of English in high schools report their 
perceptions of motivational teaching strategies?  
2. How do teachers implement motivational teaching strategies in the 
Indonesian EFL classroom context? 
3. How do students report their perceptions of the motivational teaching 
strategies used by their teachers?  
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CHAPTER 3  
Methodology 
This chapter includes descriptions of the research paradigm, the research design, 
the case study methodology, the research procedure, the participants and setting, 
my role as the researcher, and how the data were collected and analysed. The 
trustworthiness of the study, ethical considerations, and the limitations and 
delimitations of the study are also considered. 
Research paradigm 
A research paradigm is similar to a world view; it represents the researcher’s 
understanding of the nature of the world within which the research problem is 
located. It is a set of basic beliefs that guides a researcher in conducting a research 
(Guba & Lincoln, 1994; Lincoln, Lynham, & Guba, 2011). Lincoln et al. (2011) 
categorise research paradigms in education and social research into two main 
types: positivism, and interpretivism or constructivism. Within these two types there 
are some variants. 
The positivist paradigm is based on the belief that there is an objective reality to the 
world which is best approached through the use of methods that prevent or minimise 
human contamination (Lincoln et al., 2011). In its extreme form, this paradigm 
assumes that there is an absolute truth to knowledge (Creswell, 2009). A positivist 
believes that the relationship between research variables is best analysed using 
empirical methods that are objective and quantitative in nature (Silverman, 2005). 
This belief has been criticised because within education and the social sciences 
answers to research questions are usually complex in nature and not easily reduced 
by quantitative analysis to numerical answers (Creswell, 2009).  
The interpretivist/constructivist paradigm focuses research on participants, the 
interactions between participants, the need to understand social knowledge through 
critical analysis, and the need to recognise the active construction and co-creation of 
such knowledge through human consciousness (Lincoln et al., 2011). This paradigm 
assumes that individuals explore and try to understand the world where they live 
and work (Creswell, 2009). The meaning of a social phenomenon is determined by 
the “actors”, the research participants. The different ways that actors interpret the 
world are not constant but change over time. The role of the researcher is to present 
the beliefs of the actors and the way they construct meaning. It implies that 
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knowledge continues to develop over time (Bryman, 2008). Because reality is 
socially constructed within a constructivist framework the focus of research is on the 
multiple perspectives that participants bring to the phenomenon under study. A 
social constructivist worldview recognises that knowledge and truth are created 
rather than discovered (Richards, 2003). Social constructivism relies on the 
participants’ view of the phenomenon and their interpretation of the research context 
(Creswell, 2007).  
The focus of my qualitative research is to gather information about teachers’ 
perceptions and experience of implementing motivational teaching strategies in their 
classrooms. The underlying assumption is that teachers use particular strategies to 
motivate their learners. I want to explore and analyse how the EFL teachers 
perceive motivational teaching strategies and how they implement such strategies in 
their classroom. Social constructivism allows me to understand how the teachers of 
English motivate their students and why they conduct particular actions to motivate 
their students because constructivism places priority on the context of the study. 
Constructivists study how the participants construct meanings and action in a 
particular context (Charmaz, 2006). It should also be emphasised, in line with a 
constructivist paradigm, my own teaching background, professional context, 
experiences, and prior understandings also influence the interpretations that I will 
make. These factors may also influence the research participants’ interpretation, 
conception and implementation of motivational teaching strategies.  
The data allowed me to gain insight into how motivational teaching strategies are 
implemented and why teachers employ particular strategies. My focus was on 
identifying and interpreting patterns in teachers’ behaviours that reflect their own 
knowledge, experiences, and theoretical orientations (Creswell, 2009).  
Research design: Analytical processes and contextual influences 
As indicated, to answer research questions about how teachers report their 
perception of motivational teaching strategies and how students report the impact of 
the strategies on their motivation, a qualitative design is appropriate. Qualitative 
study is characterised by collecting data in a naturalistic setting where participants 
experience the issue of the study (Creswell, 2009). Qualitative research uses 
strategies characterised by inductive, constructive, and interpretive analytical 
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processes, although researchers do not always implement all three features 
(Bryman, 2008).  
Inductive analysis is one way of understanding the relationship between theory and 
research (Bryman, 2008). I used inductive analysis in my study; my intention was to 
use Dörnyei’s (2001) MTP as a framework and examine its implementation within an 
Indonesian high school context through interviews with teachers and students and 
classroom observations of teaching practice. Dörnyei’s MTP framework was 
established largely through quantitative analysis; my approach is to gather 
qualitative data. As noted in the previous chapter, of the fourteen published studies 
which utilised Dörnyei’s framework, thirteen collected largely quantitative data. The 
current research therefore provides a unique contribution to Dörnyei’s framework. In 
qualitative research, the context and the participants’ views contribute “rich” or 
“thick” descriptions of the phenomenon under study that is not available from 
traditional positivist approaches to research.  
Although Dörnyei’s framework influenced the data collected through the construction 
of questions that participants in the present research were asked, it is still important 
to recognise that participants construct their view of the research topic based on 
their own experience and knowledge. The context, which includes the research site, 
also influences the perceptions and thinking of participants. In general, the more 
open-ended the interview questions the better for enabling the researcher to focus 
on participants’ perceptions and actions in their life or work setting (Creswell, 2009). 
Consequently, I used semi-structured interviews and stimulated recall from videos of 
classes to gain teachers’ perspectives of what happened in their classroom; these 
methods were used to support and clarify the observational data I collected from 
classroom lessons. In this research, therefore, I identified and interpreted 
motivational teaching strategies from my research participants’ reports and actions. 
In addition, by using student focus groups, I was able to see the impact of the 
teachers’ actions through the eyes of their students. 
The qualitative design used in this study is person-centred in approach and is 
appropriate for the field of language teaching. Qualitative researchers focus their 
research on the socially constructed nature of reality including the relationship of the 
researcher to the research topic and the influence of situational factors within the 
research site that shape the inquiry (Denzin & Lincoln, 2008). The collection of rich 
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data allows the researchers and the readers of the research to understand the 
context in which teachers implement their teaching strategies.  
In summary, a qualitative methodology guides the selection of research procedures 
including the selection of participants, the data gathering strategies, and the analysis 
of case study data. The description and interpretation is strongly influenced by the 
research context. How the teachers report their perceptions of motivational teaching 
strategies is heavily influenced by their classroom and school contexts. The context 
for my study involves researching four classrooms, each from a different high school 
in a town within Western Sumatera, Indonesia. Further information on the research 
sites is given later in this chapter. 
The use of case study methodology 
This research uses a case study methodology. In brief, four teachers from four 
different schools were selected and their teaching strategies investigated in relation 
to the “phenomenon” under study, namely “motivational teaching strategies”. Each 
teacher represented a separate case. The data comprised my observations of their 
teaching, their perceptions of their use of motivational teaching strategies, and 
students’ perceptions of the impacts of these strategies. Each school met a different 
set of standardised criteria based on quality assurance standards for high schools 
as determined by the government. The schools selected were an international 
standardised school, a national standardised school, and two local schools. 
Unlike experimental studies, case study research is a naturalistic approach that 
does not involve any kind of treatment (Nunan & Bailey, 2009). A case study 
approach is suggested when the researcher deliberately wants to consider 
contextual conditions within a real life situation (Yin, 2003). Additionally, case 
studies enable different data collection techniques to be used (Yin, 2009). They 
allow the researcher to collect detailed, in-depth data, using multiple sources of 
information. In this study the data were gathered from semi-structured interviews, 
classroom observations, stimulated recall, and student focus group interviews. The 
analysis of the data enabled each case to be described and themes to be identified.  
Case study research focuses on a case or cases as complete entities that exist 
within real life contexts (Johnson & Christensen, 2008). As already noted, a case 
study seeks a holistic interpretation of the research problem in its context (Merriam, 
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1988); that is, each case to be studied is a unit that is embedded in a context or 
background (Stake, 2008). To understand a case, it is necessary to present rich, 
thick descriptions of the context and phenomenon under study. 
Yin (2003) identified three types of case study research: explanatory, descriptive, 
and exploratory. The research questions influence the type of case study to be 
used. ‘What’ research questions tend to be more suited to exploratory case study 
research. When the aim of a study is to describe a phenomenon or to predict the 
outcomes, the research is better suited to a descriptive case study. On the other 
hand, “why” and “how” research questions are more likely to align with an 
explanatory case study (Yin, 2003). The research questions in my study focus on 
how the four teachers of English report their perceptions of teaching strategies that 
are motivating for students, how they implement these strategies, and how students 
report their perceptions of the impact of the teachers’ behaviours and actions. For 
this reason, this research aligns with the notion of an explanatory case study. The 
focus is on operational links between teachers’ actions and students’ responses 
rather than particular incidents.   
Because this study involves four cases, it can be described as a “multiple case 
study”. For such research, the investigator should first describe and explain each 
case in turn. The themes from a case should be looked at in relation to the case’s 
own context and background. Once this is done, a thematic analysis across case 
studies, called cross-case analysis (Creswell, 2007), should be undertaken. In line 
with this methodological approach, my case study analysis first focuses on each 
case in its own right, and then moves to a cross-case analysis.  
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Research Procedure 
The following diagram outlines the data collection procedure: 
 
 
 
 
 
 
 
 
 
Figure 3.1: Data Collection Procedure 
The sequence is explained more fully below. 
Selection of schools and participants  
For this research, I used purposive sampling to identify my participants. In 
qualitative research, samples are not usually selected randomly (Creswell, 2007). 
Purposive sampling requires that participants are selected strategically to ensure 
that those best-positioned to provide answers to the research questions contribute 
their views and knowledge (Bryman, 2008).  
In Indonesia (excluding international schools under another country’s authority) high 
schools are classified into one of four groups: international standardised schools; 
prospective international standardised schools; national standardised schools; and 
regular/local schools. The international and the prospective international 
Selection of four year 11 teachers: Semi-structured interviews were conducted 
with the four teachers by using open ended questions. 
 
Classroom observations of the four teachers’ classes (one classroom meeting): 
The data were video-recorded and field notes were written. 
 
Simulated recall was used to elicit or prompt participants’ recall of their thoughts 
and ideas. 
 
Teachers’ classroom material was analysed. 
 
Two student focus groups were created for each class. Each group consisted of 
four students: One group of high achievers and one group of low achievers, 
based on the teachers’ recommendations. 
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standardised schools use English to teach mathematics and sciences such as 
physics, biology, and chemistry. The other two categories do not use English as a 
medium of classroom instruction in mathematics and science classes.  
In the research site, there are four high schools. One of these is an international 
standardised school, one a national standardised school, and the other two local 
schools. In addition to mainstream subjects, each of the two local schools has a 
different focus. One focuses on arts and the other one focuses on sports. The 
population living in the communities supporting the four schools comprise mainly 
indigenous people from the Minang ethnic group. Ninety percent of the population 
are Muslim and generally from a farming background. Most of the students are from 
low to middle income families. 
In line with ethical requirements (see Ethical Considerations on page 68) I contacted 
the principal of each school seeking permission to conduct my research in their 
schools. In order to facilitate the appropriate selection of participants, I requested 
each principal to recommend a year 11 teacher of English. There were two or three 
teachers of English who teach year 11 in each school. The aim of this selection 
process was to include cases where there was a range of motivational teaching 
strategies used to enable rich data to be gathered.  
As noted that in Indonesia, high schools are categorised into three types: 
international standardised, national standardise, and regular/local schools. The 
teachers in this study consist of one teacher from an international standardised 
school, one teacher from a national standardised school and two teachers from local 
schools. They are likely represented schools’ conditions (physical conditions and 
how much English use in the school). The research site was in a rural area which 
has about seven to eight hundred inhabitants. It was a homogenous town where 
Minang ethnicity was a majority. The inhabitants mostly believed in Islam.  
These teachers were nominated by the headmaster because they were effective 
teachers in motivating their students. They were representative of teachers who 
knew how to motivate students appropriately rather than being typical of all 
teachers. The study used purposive sampling because I wanted to see what was 
regarded as effective practices in motivating the students. 
59 
 
An initial meeting with each participant was conducted to discuss the research 
process and address any questions that the teacher might have about the study. I 
attempted to develop trust with the teachers by building rapport through the initial 
meeting. It should be noted that I know all the high school teachers of English in my 
hometown since we have an English teacher association; I am a member of this 
association as are most English teachers. This created a problem because when I 
informed participants of my research topic they expected me to give them 
information about how to motivate students to learn English. It took some time to 
make clear to them that what I needed was information from them rather than them 
receiving advice from me on English teaching. Teachers were assigned 
pseudonyms to ensure their confidentiality. I made it clear to teachers that the study 
findings would not have any effect on their personal assessment and future career. 
(See Ethical Considerations and Appendix A)                                                                                                                                                                                                            
One class taught by each teacher was observed and a selection of his/her students 
interviewed in a focus group. The teacher selected the class session to be observed 
by the researcher. This was to ensure that they felt comfortable with respect to 
being observed. Each class session lasted for ninety minutes. I sat at the back, and 
video recorded the class; the main focus for my observation was the way the 
teachers motivated their students. 
For the focus group discussions, eight students from each class were invited to 
participate. Each group was divided into two; this selection was made according to 
students’ English learning achievement based on their teachers’ recommendation. 
High achieving students formed one group and low achieving students the other. 
Grouping the students in this way allowed them to be more confident contributing 
opinions; I did not want high achievers to dominate group discussions.  
Year 11 is the second year of high school so students have already experienced 
learning English in high school for more than a year. They are aware of the teaching 
and learning process in English so they were expected to be able to describe the 
effects of teachers’ motivational teaching strategies. At this level teachers have 
more freedom because they are not under pressure to prepare the students for the 
final exam which happens at Year 12. Year 12 teachers of English focus more on 
helping their students pass the English national standardised test held by the 
government throughout the country. Teachers at Year 12 are more focused on 
giving students practice on previous exam samples in order to familiarise their 
60 
 
students with the exam questions. Hence, year 11 teachers of English were selected 
because they have more scope to choose their teaching strategies.  
Data collection 
Case study research accommodates various forms of data collection. For my study, 
the data were collected by using semi-structured interviews with teachers, 
classroom observations, stimulated recall with teachers, and focus group interviews 
with students. 
Semi-structured interviews 
Four teachers were selected for individual interviews and classroom observations. 
The four teachers participated in semi-structured interviews twice to obtain 
information on their motivational teaching practice. The first interview was conducted 
prior to the classroom observation. This interview took about one to two hours and 
aimed to obtain detailed information of the teachers’ perceptions of the nature of 
motivational teaching strategies. During the first individual interview, I discussed with 
each participant the schedule for a classroom observation. The second interview 
was conducted during the stimulated recall. In this interview, I intended to obtain the 
thinking process of each teacher which could not be captured in the observation. 
This interview was shorter, taking about one hour. I wanted to find out why teachers 
used particular strategies at different times in the classroom to motivate their 
students. With each teacher, I watched and discussed aspects of the video recorded 
during the lesson and discussed the teacher’s thinking in relation to the motivation of 
their students. The interviews were audio-recorded and I also took field notes.  
Interviews are a data collection technique that are appropriate for qualitative 
research (Hesse-Biber & Leavy, 2006). Questions should relate closely to the 
research topic (Nunan & Bailey, 2009). The relationship between the researcher and 
the interviewee should be positive and friendly but should not result in the 
researcher leading the participants into giving particular responses (Johnson & 
Christensen, 2008).  
In some research contexts it is appropriate to use semi-structured interviews. For 
example, the literature supporting the research may direct specific questions. In this 
research, classroom observations guided the direction that my questions should 
take, hence I used a semi-structured interview format. The initial questions asked 
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were generally open-ended in nature, allowing participants the freedom to talk about 
their interests or allow the researcher to follow up on topics that were important to 
the participants. In line with recommended practice, I allowed conversations to flow 
naturally so participants had a chance to express their own ideas (Hesse-Biber & 
Leavy, 2006). I used probe questions to clarify participants’ responses. 
All interviews were conducted in Indonesian. The interviews were transcribed by the 
researcher and the main points were discussed in person with the participants to 
ensure that the transcription represented their voices. Quotations from participants 
were carefully translated into English to maintain, as far as possible, the literal 
meaning intended by the participants. The use of Indonesian in the first instance 
was to ensure that participants could express their views without the hindrance of 
using a second language. There exists a risk that the translation does not fully 
capture the intended meaning of the respondent. This, therefore, represents a 
limitation in data presentation. However, on balance, the researcher believes that a 
more accurate representation of participants’ perceptions was obtained than 
attempting the interviews in English.  
Classroom observations 
Classroom observation is a data gathering technique where the researcher directly 
documents activities inside the classroom by watching, listening, and recording 
(Nunan & Bailey, 2009). Classroom observation enables the researcher to 
understand the participants’ behaviour within the research setting.  
Observation is important because people do not always behave in line with how they 
say they behave (Johnson & Christensen, 2008). The use of classroom 
observations enabled me to record what teachers actually did in their classroom to 
motivate students. One risk, however, is that teachers may act differently when they 
know they are being observed (Johnson & Christensen, 2008). To minimise this, I 
observed quietly from the back, built a positive rapport with the teachers prior to the 
observation, and assured them that the data I gathered was only for my research 
and would not be used in any other way, such as evaluating their performance.  
During the observations, I videotaped the teacher and watched what was 
happening. Field notes were taken later, when viewing of the video tape. I found that 
this approach helped me focus more clearly on how teachers motivated their 
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students. For classroom observations, I used a coded observation system 
(Appendix C) based on MOLT (motivational orientation of language teaching) as 
developed by Guilloteaux and Dörnyei (2009); MOLT is a modified version of 
Dörnyei’s (2001) motivational teaching strategies. The coding system involves 
identifying instances of the specified teaching strategies and creating tallies for each 
strategy. Tallies of individual strategies were not used in this study. Rather, MOLT 
served as a guide to record field notes of incidences of the motivational strategies 
that the teachers used during classroom observation. 
Stimulated recall 
Stimulated recall involves asking a participant to review an event, for example, as 
captured on video tape, to recount what they were thinking during the event (Nunan 
& Bailey, 2009). The participant is asked to explain what they were thinking when 
they acted in a particular way so as to access their internal thoughts or the thinking 
processes that were occurring (Grass & Mackey, 2000).  
As classroom observations on their own cannot capture mental processes, the use 
of stimulated recall in this study helps to elicit relevant information on teachers’ use 
of motivational teaching strategies (Grass & Mackey, 2000). Stimulated recall 
provides data that are hard to obtain by other means (Nunan & Bailey, 2009). There 
is a danger, however, that the teacher may not give a completely accurate picture of 
why they acted in a particular way during the classroom observation. This problem is 
alleviated to some extent through the use of triangulation from other data resources, 
for example, field notes taken from video data. 
After each classroom observation, I conducted a stimulated recall session by 
replaying part of the video recording to the relevant teacher and asking him/her what 
was happening during the selected event. I selected events based on my field notes 
and with reference to the MOLT tallies I recorded (see previous section).  
The use of stimulated recall should endeavour to capture the participant’s thinking 
as soon as possible after the observation. For case 1 (Moza), the stimulated recall 
took place one day later. For cases 2 and 4 (Harry and Arfan), the process took 
place on the same day as the observation. However, for case 3 (Yuke) the 
stimulated recall could not be carried out for a week because of the need to 
accommodate Yuke’s teaching schedule. 
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Focus group interview 
This section further explains the use of focus groups in this research. As already 
noted each teacher nominated eight students to participate in a focus group 
discussion which examined students’ perceptions of the impact of their teachers’ 
motivational strategies.  
The literature (e.g. Nunan & Bailey, 2009) on the use of focus groups identifies 
several strengths in their use. First, they are efficient in their use of time; individual 
interviews would take a lot longer to conduct and analyse. Second, group 
discussions often promote thinking by participants based on the thoughts or 
comments of other members of the group. Third, participants often feel more secure 
when they are discussing their thoughts in the safety of a group than individually 
with an interviewer. However, the interviewer needs to ensure that all participants 
have plenty of opportunity to contribute their views.  
Each focus group interview took about one hour; I conducted them in a cafe so the 
students could eat and drink after the interview session. I assured them that there 
was no risk that the focus group interview would impact on their marks; their 
teachers would not be given access to their responses. The students were given 
information about the questions and they signed the relevant consent form. I started 
with general questions about the students’ views on their experience of learning 
English. This was to create a warm and relaxed atmosphere. When the students 
looked ready for a discussion, I started asking the interview questions. The 
indicative theme questions can be seen in Appendix B. 
Data collection schedule  
 Moza Harry Yuke Arfan 
Semi structured 
interview 
18/1/2012 1/2/2012 27/1/2012 23/2/2012 
Classroom 
observation 
17/2/2012 
 
8/2/2012 3/2/2012 7/3/2012 
Stimulated 
recall 
18/2/2012 8/2/2012 10/2/2014 7/3/2012 
Focus group 
interview 
18/2/2012 11/2/2012 10/2/2014 14/3/2012 
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The role of the researcher 
Creswell (2009) identifies the researcher in qualitative research as “the instrument” 
of the study. In a qualitative research, the researcher purposefully selects both 
participants and research sites to help her understand the research problem and 
research questions. The researcher undertakes the data collection based on 
strategies such as observations, interviews, and field notes. In this role, it is 
important that I recognise my own biases and worldviews and take steps to word 
accurately the perceptions, words, actions, and behaviours of my participants. For a 
sensitive topic, I also need to mask the names of participants, places and activities. 
In line with this perspective I transcribed the participants’ words and checked the 
main points of the transcriptions with the participants. I kept a research journal to 
reflect on the process of gathering data, selecting data for analysis, and analysing 
data. I offered pseudonyms for all participants and the research sites. 
Data analysis 
The answers to the first two research questions: “How do Indonesian teachers of 
English in high schools report their perception of motivational teaching strategies?” 
and “How do EFL teachers implement motivational teaching strategies?” are 
informed by data gathered from the semi-structured interviews with teachers, 
classroom observations, and stimulated recall. The third research question “How do 
students report their perception of motivational teaching strategies?” is answered by 
data gathered from the student focus groups.  
I transcribed the data from the semi-structured interviews with teachers. I then 
triangulated the data from the interviews, observations, and stimulated recall. The 
themes that emerged from each case were identified and coded. The data from 
each student focus group were also integrated when I collated the data for their 
teacher. I compared the data from each case with Dörnyei’s MTP framework. The 
framework for data analysis is presented in the following diagram:  
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Figure 3.2: Data analysis procedure 
 
The data from each teacher (semi-structured interviews transcriptions, observation 
notes, and stimulated recall transcriptions) was coded.   A code was an idea that 
identified by the teachers as being important. These codes were then sorted into 
patterns - these were determined by the responses of the teachers in relation to the 
different behaviours/tasks they were undertaking in the classroom. The patterns 
were then sorted into themes and this was achieved by linking similar patterns 
together that encapsulated an overall theme. I merged the data from each teacher 
and her/his students and considered them within the case. Then, I identified and 
translated indicative quotes to support the themes from teachers’ and students’ 
data. The themes that emerged from each case were analysed using Dornyei’s 
framework. Finally, the findings were discussed as a cross-case analysis. 
 
The raw data (transcript and field notes) from semi-structured interviews, 
observation and stimulated recall were transcribed for each teacher. 
 
The data from the teacher and their students were merged. 
 
The data from the student focus group discussions were transcribed. 
 
The data from each case were analysed and interpreted. 
 
The themes emerged from each case were identified. 
 
The findings are discussed as a cross-case analysis, see chapter 8. 
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Trustworthiness of the study 
Validity 
All research, quantitative and qualitative, needs to satisfy the concept of validity; that 
is, research should be “fit for purpose” (Hall, 2007, p. 5). According to Hall, the 
notion of fitness for purpose is equivalent to the concept of “trustworthiness” in 
qualitative design.  
A research is trustworthy if the results can be relied on because of: coherence of the 
overall design in relation to the research questions (fitness for purpose again); the 
use of appropriate methods, strategies and data analysis techniques; clarity and 
detail of information about the research process; evidence of appropriate or 
reasonable interpretations; and clarity of reporting (2007, p. 5).  
Consistent with the view of Hall, Creswell (2009) identifies a range of strategies 
important for achieving validity in qualitative research. For example, triangulation is 
conducted by examining evidence from different sources. Triangulation is a way of 
giving confirmation and validation by looking at the data interpretation from different 
sources (e.g. between different teachers, and between teachers and students). 
Triangulation includes the use of multiple perceptions to clarify meaning.  
Member checking is another technique for helping to establish validity. This strategy 
involves participants confirming that the data they supply represents an accurate 
picture of their perceptions and thinking. Where appropriate, participants should also 
be given the opportunity to comment on the interpretations of the researcher. This 
last step was impossible for the practical reason that I had returned to New Zealand 
by the time I analysed the data. However, the analysis of the material was presented 
to Indonesian teachers at two seminars on teaching and learning English in an 
Indonesian context (Astuti, 2013). This acted as a check on the credibility of the 
interpretations. 
The use of rich or thick description to convey details of the research is another key 
element of the validity or trustworthiness of qualitative research. This involves giving 
all important information about the research process (e.g., the purpose, literature, 
methodology, data, and interpretations). This enables readers to judge the quality of 
the research in all its facets.  
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Peer examination is also an important component of validity. In this study my 
supervisors cross-examined or challenged me on aspects of the process and data 
interpretation. 
Reliability 
In qualitative research the traditional concept of reliability (“consistency” or 
“replication”) requires modification if it is to be used appropriately. Hall (2007) points 
out that qualitative research does not usually allow for replication; for example, the 
very act of conducting the research changes the context and participants’ 
perceptions so replication is not possible. Hall argues that the key idea underlying 
reliability is “accuracy”; that is, data should accurately reflect the participants’ 
perceptions, and interpretations should accurately reflect those perceptions. 
According to Hall (2007), accuracy in qualitative research is operationalised as 
“dependability”; that is, the data can be relied on (depended on) because of the 
procedures that the researcher has used. This requires that the researcher provides 
a rich or thick description of the research process and that triangulation is used to 
confirm findings; reliability also involves member checking to confirm data, and 
incorporates double coding of a sample of the data with a relevant person (e.g. a 
supervisor) to check consistency of coding. These processes should be declared by 
the researcher and made available for audit. 
For the present research, the actions taken to address validity and reliability are 
summarised in Table 3.1.  
 
Table 3.1: Actions taken to ensure validity and reliability in the present study 
Triangulation Sample of coding checked by the researcher’s supervisors  
Comparing data from each teacher’s interview and observation  
Observations supported by stimulated recall 
Voices of teachers and students compared 
Use of field notes to support interpretations of data 
Cross case analysis of data 
Member checking Interviews: teachers confirm the transcription of their 
interviews 
Rich, thick descriptions All details of the research, including the analysis of data, 
written up with attention to detail 
Reliability/dependability Use of rich, thick description to allow readers to audit the 
processes used 
Member checking 
Double coding of a sample of data 
Triangulation of data 
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Unlike quantitative research which emphasises the notion of “generalisation”— that 
the findings can be generalised to suit other contexts—qualitative research 
emphasises the notion of “transference”. This requires that all details of the research 
and its findings are presented in a way that enables the reader to decide if the 
findings transfer to their own context (Creswell, 2009; C. Hall, 2007). 
Ethical considerations 
There are a number of ethical issues to be addressed. In all studies, concerns about 
ethics are as important as concerns about validity and reliability. Not only should the 
study be valid and reliable, it should also be conducted in an ethical manner. Ethical 
issues tend to occur during the design of the study, during data collection and in the 
dissemination of findings.  
In order to anticipate ethical issues that may arise during and after the study, the 
following actions were conducted. First, I gained ethics permission through the 
Faculty of Education Ethics Committee at Victoria University of Wellington. Second, 
appropriate information was provided and permission was asked from the local 
department of education within Indonesia. Third, permission was sought from the 
principals whose schools were involved in this study. Fourth, teachers were given a 
choice as to whether or not they wished to participate. Both teacher and student 
participants were invited to be part of the study. Fifth, since the ongoing support of 
the teachers and students was critical to the success of the study, they were 
informed of the approximate amount of time required for their involvement. Sixth, the 
participants were given the right to withdraw before the data were analysed. Finally, 
during data collection and any writing-up of the research, the names of the 
participating teachers, students, and schools were altered to protect confidentiality. 
Appendices F to M provide copies of the various information sheets, permission 
letters, and consent forms used in this research. 
Limitations and delimitations 
The timeframe for the data collection was clearly not sufficient to capture a full or 
long-term picture of how teachers motivate their students. The research is a 
snapshot for catching the motivational teaching strategies used by teachers and 
their impact on students’ motivation during data collection. Some strategies actually 
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in use may or may not have been apparent within the time-frame of the data 
collection.  
The sample of teachers for this study is only four; this sample size does not 
represent Indonesian teachers of English in Indonesian high schools. However, in 
line with qualitative methodology, teachers who read this research should be in a 
position to judge for themselves whether the findings transfer to their own contexts.  
There was only one classroom observation for each teacher; this would not have 
captured all motivational teaching strategies implemented by each teacher. 
However, in the interview and stimulated recall the teachers were able to talk more 
deeply about their perceptions of motivational teaching strategies, allowing a fuller 
picture to be revealed. 
The interview and stimulated recall were conducted in Indonesian so that I could 
catch fully the teachers’ perceptions of motivational strategies. This also enabled 
teachers to express their perceptions better without thinking of expressing ideas and 
opinions in English. However, there is a possibility that minor inaccuracies might 
have occurred during the translation process.  
A delimitation of this study is that the teachers were purposefully selected. The 
school principal was asked to recommend his/her teacher of English who was 
considered effective in motivating their students. This purposeful sampling strategy 
was intended to gain relevant data on the implementation of motivational teaching 
strategies. However, this sampling technique only includes motivated teachers, not 
a full representation of all teachers of English in Indonesian high schools.  
The student focus group interviews were conducted with two groups from each 
teacher. The groups were high achieving students and low achieving students. The 
voice of middle achieving students was not included because of the need to ensure 
that the amount of data to be analysed was not excessive. This may have influenced 
the study findings on the impact of motivational teaching strategies on students’ 
motivation, however, the belief is that high achieving and low achieving students 
were most important in ensuring that the data captured as wide a range of views as 
possible.   
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Summary 
This chapter has discussed the research paradigm which positioned this study as a 
social constructivism. A qualitative research design was used. Case studies were 
used.  Rich data collection was collected from interviews, observations, stimulated 
recall and focus groups. The trustworthiness was taken into account carefully by 
using triangulation, member checking, and thick/rich descriptions. My role in this 
study was as an instrument to collect data and interpreted them based on the 
participants’ point of views. The ethical aspects of the study were considered by 
explaining to the participants the research goals and obtaining a signed consent 
from those who agreed to participate. Real names were not used. There were some 
limitations/delimitations of the study such as the data was only a snapshot of the 
practices of four teachers who were purposely selected. However this enabled 
different types of context to be investigated.  
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CHAPTER 4  
Case Study 1: Moza 
 
This chapter and the other three chapters that follow will discuss the cases, one-by-
one. These chapters will start by describing the school conditions, then discuss 
teaching and learning English in the school, the teacher’ attributes and practices, 
and other factors that influence teachers’ decision making. Each chapter ends with a 
summary of the key factors that characterise the teachers and their teaching. The 
first case is that of Moza, a teacher in a general high school. 
Type of school 
The school is a senior high school in a small town in the province of Western 
Sumatera. The school is a general high school, meaning that the school prepares 
students for university education. The school has 30 classes consisting of ten 
groups of Year 10, ten groups of Year 11, and ten groups of Year 12 students. The 
school is highly desirable because of its “A” accreditation. The school has gained an 
International Standard Organisation (ISO) certificate. In Indonesia this school is 
categorised as an International Standardised School. 
In this school, science and mathematics are mostly taught in English. The school 
has more than a thousand students with about 80 teachers. Entry to the school is 
competitive, attracting high achieving students from the surrounding junior high 
schools. Conveniently for students, the school is located in the city center. 
The layout and structure of the school 
The school’s physical environment reflects the facility’s level of resourcing, with 
students charged higher fees than the students of other schools in this town. The 
school has a two-storey building with some classes upstairs. The teachers’ 
staffroom, administration office, deputy principals’ office, principal’s office, and 
library are downstairs. The school building has been refurbished so it is modern in 
its appearance. The front yard has a colorful flower garden. In the middle of the 
school yard there is a sports field where students play basketball, volleyball and 
badminton. The principal’s office, the deputy principals’ office, and the school 
administration office are next to each other. The school is tidy and well-presented. 
Three canteens are available and most students buy their lunch.  
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The principal is assisted by five deputy principals. Each deputy principal has a main 
management job such as student administration, school facilities, school quality 
assurance, social relationships, and school administration. 
The school is a government school so it is funded mostly by the government but 
parents are expected to pay a school fee. Parents need to pay a monthly school fee 
and an annual fee. The school fee is about NZD 15 per month and the annual fee is 
about NZD 150. This is an average fee for this type of high school in Indonesia. 
However, schools usually exempt poorer students from the school payment (Field 
note, January 2012). 
English teaching in the school 
The classroom layout is typical for an Indonesian school: the teacher’s desk and 
chair are at the front and the students’ chairs in rows facing the front. The students’ 
chairs are able to be folded and include a small table for writing; this enables 
students to form small groups for team work. In the front of each class, there is a 
whiteboard and the school provides whiteboard markers. Most teachers have their 
own laptop. The school supports the teachers’ acquisition of laptops by lending them 
money which is paid back monthly (Field note, January 2012). 
Based on my observations in the school and also in the classroom, the study of 
English is not a major problem for many students (Classroom observation, 17 Feb 
2012). They speak English with their teachers and classmates. However, some 
students reported that English is still a problem for them especially in answering the 
final national standardised test (Focus group B, 18 Feb 2012). Many students 
complained that they have limited vocabulary so it is hard for them to answer the 
test questions, especially for reading and listening.  
Students’ academic achievement is assessed each semester through the school 
semester examination, with marks determined by the students’ daily participation in 
the learning process, a block test, a mid-semester test, and the semester test. 
Students sit the national final examination at the end of their studies or in the last 
semester of Year 12. 
 Although it is an international standardised school, its teachers of English reported 
that motivating their students to use English remains a challenge (Interview, 18 Jan 
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2012). The national curriculum for English states that students are expected to be 
able to gain knowledge and communicate in English fluently for daily communication 
(Depdiknas, 2006). 
The teacher 
Moza had taught in this school for 32 years. She graduated from a teachers’ college 
with a degree as her teaching qualification which allowed her to teach in a senior 
high school. She was a very experienced teacher of English. Her students liked to 
study with her because of her classroom personality and teaching style (Focus 
group, 18/2/2012).  
Teacher Attributes 
Classroom Behaviours 
Moza said that she usually smiled when she entered the classroom and also when 
she was teaching her students. She believed that by smiling she would make her 
students feel comfortable and not afraid to study English. Smiling also made her feel 
confident entering and teaching in the classroom. 
I come to the classroom with a happy face, and I usually smile when I enter the 
classroom. I keep smiling when I teach. I think it becomes my habit in the classroom. 
I try to keep smiling to my students to make them feel comfortable. I do not smile 
when I tell a sad story but instead show a sad expression. The students sometimes 
cry listening to my sad stories (Interview, 18/1/2012). 
The students in the focus group also reported that they liked the teacher’s smile. It 
made them feel accepted and free to express their ideas and opinions. 
She smiles a lot. It makes me feel comfortable, and unafraid to make mistakes. 
Previously my English teachers were very strict, making English a very difficult 
subject for me. I was afraid to talk in the classroom (Focus group B, 18/2/2012). 
Moza said that she almost never got angry with her students. She argued that if a 
teacher appeared to be angry in front of the class the learning period would be 
wasted, and students who wanted to study and behave well would not get any 
advantage. 
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If they make fun of something I laugh with them. I do not get angry, because if I am 
angry they cannot keep laughing. After some time, I ask them to stop and tell them it 
is time to study. If you get angry you create distance with your students, and they will 
lose interest in learning English (Interview, 18/1/2012). 
Moza’s classes were warm and lively. She built an encouraging relationship with her 
students. She established a boundary as a teacher between herself and her 
students, but she also built a close and friendly relationship with students in the 
classroom (Field note, January 2012). She explained: 
You have to build a relaxed classroom atmosphere. Do not make students afraid. 
Make them feel free to express their ideas in your class. (Interview, 18/01/2012). 
Moza believed that she needed to respect her students by listening to their ideas 
and opinions. She said that if the students were aware that the teacher did not listen 
to them, they would not participate in the classroom and they would not enjoy the 
subject she taught. She believed that the teacher must:  
Never look down on the students, even if their answers are wrong. If you 
underestimate the student or make them embarrassed in front of their peers, they 
will be so disappointed with you and the side effect is they will hate your lesson. 
(Interview, 17/1/2012) 
The students seemed enthusiastic to learn and were happy doing the tasks given 
(Field note, 17/2/2012). Moza also looked enthusiastic teaching her students. She 
stated that:  
The key is your relationship with the students. The students will be enthusiastic to 
learn if you appreciate them and their opinions or ideas. I tell them that English is not 
only required for their high school marks but also for their future lives. If using a 
strategy is not working I change to another strategy or I ask them to ask me 
questions, especially about the parts they do not understand (Interview, 18/01/2012). 
She gave freedom to her students by allowing them to select discussion topics. This 
motivated her students to speak actively in the classroom because they liked the 
topic of the discussion. 
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I sometimes ask the students to decide upon the discussion topics. If they like the 
topic they will actively participate in the discussion. If the students are unfamiliar with 
the topic they will be unmotivated and keep silent (Interview, 18/01/2012). 
As indicated, Moza encouraged her students to express ideas freely in the 
classroom. She built trust and set up rules at the beginning of each semester. Moza 
understood that building trust between her and the students was an important 
component for building a strong teaching and learning process. As she elaborated: 
Yes, you have to make your students trust you. You have to tell your students that 
what they say in the classroom—especially in discussions or during activities—will 
not be exposed outside the classroom. Make them trust you so they feel free to 
express their ideas in your class (Interview, 18/1/2012). 
Moza believed that a positive relationship with her students was a key for successful 
teaching. She said that the teacher could make the lesson interesting with her/his 
personality and the teacher could also make the lesson boring. The students 
reported that they liked Moza’s personality and her teaching methods. Not only high 
achievers but also weak students enjoyed learning with Moza. They stated: 
She is open and warm which makes us feel comfortable, unafraid of delivering our 
ideas. She does not get angry if we make mistakes. She listens to our opinions and 
expressions. The lessons are so interesting (Focus group B, 18-2-2012). 
Moza believed that when she had a personal problem and felt uncomfortable 
entering the classroom, her students usually could sense this. She felt that teaching 
and learning during such periods was not successful:  
When I have a personal problem, I think my teaching is not so successful. I can feel 
it and I think my students know this, but they are usually reluctant to ask questions 
about it. But sometimes a student asks if I am sick or something (Interview, 
17/1/2012). 
It seems that Moza’s warm and enthusiastic classroom manner encouraged 
students to learn. The way she respected the students created relaxed learning 
conditions. This is important in teaching and learning environments, especially in 
language learning where students often have chances to make mistakes. Moza had 
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a bond with her students; she could feel that her students appreciated and 
understood her approach in the classroom. 
Good model of English speaking 
Moza considered another important point in teaching English to be the teacher’s 
pronunciation. Moza said that if a teacher’s pronunciation was not clear students 
became confused: 
I think the important point in teaching a foreign language is the teacher’s 
pronunciation. It makes English more interesting for students. If the teacher’s 
pronunciation is unclear, English sounds strange to students. Nowadays, most 
students access English outside the classroom too. Some of them take English 
courses in a qualified English school (Interview, 17/1/2012). 
She added that:  
Especially for the language teacher, pronunciation determines the teacher’s 
performance in the classroom because the students imitate the teacher’s language. 
They need examples before practising the language. They will get confused if there 
is no model. It really depends on the teacher to make the students feel like practising 
the language (Stimulated recall, 18/2/2012) 
Moza believed that one of the most influential factors in determining a successful 
language teacher is their clear pronunciation. The teacher’s skill in English is 
considered an important model for students learning the language. 
Summary of teacher attitude 
The data from Moza and her students suggested that the key point of successful 
teaching and learning English in their classroom was the warm and supportive 
relationship between teacher and students. Moza thought that there should be a 
bond between teacher and students in order to make the learning successful. 
Additionally, Moza argued that teacher pronunciation was a key factor in motivating 
her students to learn English. She mentioned that the trust between teacher and 
students made students feel free and safe to express their ideas and opinion in the 
classroom.  
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Teacher practices 
While a teacher is able to make learning interesting by his/her classroom manner, 
she or he can also motivate learning by designing or selecting excellent classroom 
materials and using an effective teaching style. Moza stated, based on her 
experience, that an important factor influencing students’ learning motivation was 
the quality of the teaching materials. She believed that:  
 
Teachers should know when particular learning materials do not work for their 
students, and that they should then find other materials (Interview, 17/1/2012). 
 
Moza was more likely to select teaching materials that she considered motivating. 
She said that if she found a learning material did not work well in her teaching then 
she would not use it again in her other classes. 
Opportunity to practise  
From the students’ point of view, a factor that helped them enjoy learning English 
was having enough time to use the language. The students stated that they liked 
learning English with Moza because she gave them time to practise. According to 
the students, a teacher needs to explain the lesson followed by a chance to use the 
language. One student observed that:  
The teacher is interesting for how she gives us many chances to practise. She 
explains and gives examples and after that gives us opportunity to practise (Focus 
group A, 18-2-2012) 
Another student added: 
I enjoy practising a lot. I understand English when my teacher explains clearly and 
gives examples. After that she allows us to practise in pairs or groups (Focus group 
A, 18/2/2012). 
Moza provided time for her students to practise their English in the classroom and 
provided interesting learning materials. These strategies appeared to help her 
students’ motivation to learn.  
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Teaching strategies 
Moza liked to start the lesson by telling a story. She believed that stories can be 
used as ice breakers and as pre-teaching activities. Through stories, the lesson 
topic may be easily introduced. Moza often told stories without looking at the book 
so the students had to listen to her carefully. It was usually more interesting for 
students to listen to the teacher’s story rather than listen to the teacher reading a 
story. If a teacher read a story from a book it seemed less likely students will pay full 
attention. As Moza reflects:   
As far as I know the students like it. The students are more interested in listening to 
my stories rather than those I could read from the book. If I read a story from the 
book they may talk with their friends or do other things. When I tell them stories they 
seem enthusiastic and listen to me carefully (Interview, 17/1/2012). 
The students in the study confirmed their interest in Moza’s story-telling approach. 
One reported that:   
The teacher tells us interesting stories and sometimes the endings surprise us. She 
usually starts the lesson by telling a story. I think some of the stories are her real life 
experience (Focus group, 18/2/2012). 
Moza said that she obtained stories from books, magazines, and life experiences, or 
else she created her own story related to the learning topic. She said that a story 
was a good way to start the lesson so as to engage students in the learning 
process. Her students sometimes asked whether her story was her real experience 
or she had made up the story: 
When the story is very funny or surprising, my students ask whether I really 
experienced it or was it just a story. I am inspired by what I hear and see around me 
and hence I make up stories. Sometimes, the beginning of the story is real but I 
make up the ending (Interview, 17/1/2012). 
Another student commented:  
When she tells a story she uses facial expressions and good intonation. It is so 
interesting. I will listen more seriously when the teacher tells a story rather than 
reads one from the textbook. The stories in the textbook contain many difficult 
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words. They are hard to understand. I do not really like reading (Focus group A, 
18/2/2012). 
Moza’s teaching style received a positive response from her students. The students 
said that they liked learning with Moza. In a focus group interview a student said: 
I like the teacher because we learn from many resources and do different activities. I 
also like listening to her stories. They are amusing (Focus group A, 18/2/2012). 
Another student also mentioned that he enjoyed learning with Moza because of her 
way of explaining the lesson. He said that Moza used simple sentences that were 
easy to understand:  
I like the teacher because I understand her language. She does not use difficult 
words. I can understand what she is saying or explaining in the classroom (Focus 
group B, 18/2/2012). 
Moza gave examples of sentences from real life situations (observation, 17/2/2012). 
This motivated her students who could see a purpose for learning English:   
The teacher makes sentences that are easy to follow and close to our world. She 
gives examples from real life and gives us time to make our sentences (Focus group 
B, 18/2/2012). 
This contrasted with an approach that mainly focuses on grammar out of context. As 
an example of how she made students aware of real world use of English, one day 
she told them that her husband had asked her to stop teaching. She went on:  
I told the students that it made me very sad and I almost cried. I made a sad face 
and the students were sad too. Then I wrote all my sad expressions on the board. 
That’s how I started teaching the topic “Expressing Sadness” (Interview 18/01/2012). 
However, within her class there were a few students whose English was weak and 
they had poor communication. Even though these weak students enjoyed learning 
with Moza, it was hard for them to be involved in classroom activities (Field note, 
17/2/2012). Moza recognised this situation; she noted that these students usually 
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understood the main information that she taught but when they were asked to 
perform a learning task they usually asked their friends what was expected from the 
tasks. Moza said: 
They ask questions of their friends, but mostly I can see from their eyes that they are 
confused. Their eyes look blank (Interview, 18/1/2012). 
This problem may have occurred because of the language barrier that the students 
encountered. Moza tended to use English in her teaching. She only used Indonesian 
for some sentences when explaining the important points of the lesson (Classroom 
observation, 17/2/2012). One student reported:   
I like when the teacher explains the lesson in English but not all the time because it 
is hard for me to understand long sentences. I want the teacher to use Indonesian 
too (Focus group B, 18/2/2012). 
Moza stated that in the classroom she mostly used English because she wanted her 
students to be exposed to English as much as possible (Stimulated recall, 
18/2/2012). She said that it was expected from the curriculum that a teacher of 
English needs to give examples of how to use the language for communication. 
Mostly in teaching I use English. I only use Indonesian when I feel or see my 
students do not understand. I want them to listen to English as much as possible so 
it will encourage them to use English (Interview, 17/1/2012).  
This implied that Moza also used code-switching in her teaching, especially when 
she realised that her students looked confused and did not understand what she 
was explaining.  
She argued that she needed to find ways to make a difficult lesson interesting by 
linking her teaching with the students’ lives. She gave many examples of sentences 
and expressions relevant to teenage life to make it easier for her students to 
understand the expression or the sentence pattern (Interview, 17/1/2012). As one 
student stated: 
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I can understand English more easily when my teacher explains clearly and gives a 
lot of examples. I like simple examples from my daily life context (Focus group A, 
18/2/2012). 
Another student added that they liked Moza’s teaching style: 
The teacher has a special trick to make the lesson interesting. She explains the 
lesson, writes examples from real life activity on the board and lets us practise 
(Focus group B, 18/2/2012) 
Based on the above quote, it appears that Moza implements a three-step teaching 
process by explaining the lesson, giving examples, and then giving students time to 
practise. She also begins a class with a story and draws on it later.  
Varying classroom activities 
Moza used different activities in her teaching (Classroom observation, 25/2/2012). 
She stated that if the students did one activity for too long they would be bored and 
could become sleepy in the classroom. She also modified her teaching strategy. 
Sometimes when I teach reading, instead of asking them to answer comprehension 
questions, I ask them to create a short drama based on the text. I give them time to 
practise and then present it in front of the class. This strategy was successful, and 
my students enjoyed it. Teachers should know that if particular strategies do not 
work for their students they should find other strategies (Interview, 17/1/2012). 
Moza stated that the level of her students’ English competency was one of the 
considerations in her selection of a teaching strategy. She taught different classes at 
different levels of English competency. She applied different strategies for different 
levels of student English competency. 
Based on my experience of teaching high school students, the students’ level of 
English also determines the strategies I use. I use different strategies for different 
students depending on their English ability. For example, in the class of mostly 
weaker students I spend more time helping them with vocabulary (Interview, 
17/1/2012). 
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Other factors determining the teaching strategies used in the classroom were the 
text genre and language skills the students needed to achieve. 
The text types and language skills to teach also influence the strategy I use. 
Teaching language expressions is always interesting and makes students happy 
because I give them free time to express themselves (Interview, 17/1/2012). 
In teaching various text types, she sometimes modified her teaching strategy, as, for 
example, in teaching narrative text, where, instead of asking the student to tell the 
story alone she asked the students to work in groups. 
Sometimes instead of telling the story alone I ask them to work in groups so they 
can tell the text in a form of a short drama or role play. It varies the teaching strategy 
and it is a lot of fun for students (Interview, 17/1/2012). 
When she found that a teaching strategy was uninteresting she would not use it 
again but if it was successful she would apply it again in another class. 
One day, I asked the students to tell a narrative story in front of the class one by 
one. To make them listen to their friends’ stories I told them that at the end I would 
ask them to answer several questions based on all the stories. But the students did 
not listen to their friends’ stories. They were too busy preparing their own stories to 
present in front of the class. When I asked questions they worked together, helping 
each other by sending paper message to each other to find out the answers to the 
questions. So this strategy does not work and I never use it anymore (Interview, 
17/1/2012). 
She found that discussion was generally more interesting than debating for her 
students. In a discussion, students could position themselves to agree or disagree 
with the discussion topic. In a discussion students worked in groups and helped 
each other but, in a debate, they had to sit in a team of two or three and argue 
against another team. In a debate a team takes the position of being a negative or 
affirmative team in relation to the theme of the debate. 
Sometimes I change the strategy and procedure of a debate. To make it more lively I 
change it to a discussion instead so students have more freedom to express their 
ideas and arguments (Interview, 17/1/2012). 
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Moza stated that when she found her students still had a problem understanding a 
lesson she used other strategies to explain it. 
I can tell if my students have ongoing problems understanding a particular lesson. In 
that situation I will try to repeat the lesson using other strategies (Interview, 
17/1/2012). 
Moza showed that she was an experienced teacher in making the learning 
interesting by implementing a range of teaching strategies. She knew ways to make 
the classroom environment warm and lively for her high school learners.  
Emphasising the usefulness of English for students future 
Moza said that one of the ways to motivate her students was by telling them how 
important English was in their lives. She said that English was not only important for 
them as high school students but also for their university study and future careers. 
I tell them how important English is for their future and their lives. I advise them that 
for the university entrance test and for their university lives English is important. If 
they can answer the English and Indonesian part of the university entrance test they 
can pass the test and enter university. I also emphasise that most university 
textbooks are written in English, and translations are hard to find. I tell them the 
example is my son. He is not really good at other subjects but he can answer 
Indonesian and English questions in the university entrance test, so he passed the 
test. This motivates the students. They try to get good marks for their English and 
study hard (Interview, 17/1/2012). 
She thought that it was important to tell her students about the usefulness of 
English. By knowing the reasons for learning English, the students would 
understand that they should master English as an important international language. 
The students needed to know that their English achievement influences their 
academic credit in the university entrance test. She said that this helps motivate 
them to learn English in the classroom (Interview, 17/1/2012). 
Activating students’ prior knowledge 
To activate students’ prior knowledge, Moza used strategies such as asking her 
students to brainstorm the topic of the lesson. First, she wrote down a word on the 
whiteboard. Then she asked her students to think of what they had in their minds 
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when they read and thought about the word. She wrote down all the students’ 
opinions. Then she asked her students to read a short article dealing with the topic. 
She asked her students what they had found in the article related to the words they 
had mentioned and written on the whiteboard (Interview, 17/1/2012). 
The students found this activity challenging because they had to think and guess. 
They said that they were happy when they had a good guess and could do the 
exercise well. 
I work harder when the topic is interesting. I am so happy if I can do the exercises 
well or answer the teacher’s question (Focus group A, 18/2/2012). 
Moza had a special strategy when she taught middle to low achievement students. 
I teach one of the average cohorts this semester, and I spend more time activating 
their prior knowledge. I take a long time in my pre-teaching. I usually tell a funny 
story or share some personal experience. Once the students look happy and 
enthusiastic, ready to learn, I start teaching the learning topic (Interview, 17/1/2012).  
Moza enhanced her students’ motivation by activating their prior knowledge before 
she started the lesson. This helped her students’ readiness to learn.  
Reading for comprehension 
Moza tried to help her students master English by implementing challenging and fun 
English in the classroom. She said that in teaching reading comprehension she 
used the following activity: 
Sometimes I ask them several comprehension questions, or I ask them to say one 
sentence that they remember from the text, or I ask them to tell me the conclusion of 
the text. These exercises help them to get information quickly from what they have 
read (Interview, 18/01/2012). 
Moza sometimes started reading comprehension by writing the key words of the text 
on the board. Then she asked the students to think of the words’ meaning and to 
find related words. After that she asked the students to skim the text and find the 
words. She said that she also used other strategies in reading. 
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I ask the students to read the text and then say one sentence about the text, but 
they are not allowed to repeat what their friends have already said (Interview, 
17/1/2012). 
She stated, however, that she wanted her students to listen to their friends’ ideas 
and opinions so they would respect each other. 
I want them concentrate and focus more on the language use in the examples of 
what their friends say. I use the book only as additional material. I do not want them 
to repeat what their friends have said so they have to listen carefully. I hope they can 
learn from treating their friends’ sentences as examples (Interview, 17/1/2012). 
Moza helped to make the reading comprehension session interesting by combining 
reading and speaking. This appeared to help students comprehend a text more 
easily since they did it together in pairs or in groups.  
Feedback 
The assessment of student learning was not based solely on examination 
achievement. The assessment covered students’ competency, classroom 
participation, and classroom learning attitude. The mark for each student’s academic 
report was calculated from their marks in classroom participation, a block test, a 
mid-semester test, and end of semester test. Some teachers focused more on the 
semester test rather than the learning process assessment, which was unpopular 
with some students. As one said: 
I like the way my teacher evaluates us. She does not just consider the test but also 
our classroom participation (Focus group B, 18-2-2012). 
Another said that she was motivated when she found her classmates were better 
than her:  
I will be very motivated to try harder when I find out one of my classmates is better 
than me. I want to beat them and be better than them. At least I want to be as good 
as them in English (Focus group A, 18-2-2012). 
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Moza did not directly correct students in her class as she thought that this would 
make students unmotivated to talk. When her students practised or talked she just 
listened and made corrections at the end of the learning period. She picked up the 
important mistakes and made general corrections. 
I do not correct their mistakes directly. I usually write down their mistakes on a 
paper, and at the end of the lesson I write their mistakes on a board without telling 
whose mistakes were whose. The class discusses the mistakes and tries to reach 
the correct answer (Stimulated recall, 18/2/2012). 
During the class, Moza walked around to make sure that her students understood 
the task. Sometimes she asked questions to make sure that they knew what to do 
with the assignment. She explained that she liked to do this to be satisfied that all 
students achieve the learning goals of each meeting. 
I want to make sure that they can do the task. Sometimes weak students are too shy 
to ask questions. When I come to them they usually ask me to help them with the 
difficulties they face. They trust me enough to share their ideas or opinions with me 
(Classroom observation, 17/2/2012).  
Her students also gave a positive response here. They liked it when Moza came to 
them and asked whether they were on task or not. 
I will be on task because the teacher actively invites me to practise and supports me 
with encouraging comments (Focus group B, 18-2-2012). 
In summary, students liked Moza’s way of evaluating the learning. It seemed that 
she used formative assessment more than summative assessment. Consequently, 
the assessment process did not judge the students’ ability only, but also built 
students’ confidence and involvement in the process.   
Games and songs 
However, the students also wanted her to play more games in the classroom. Some 
students also wanted to listen to English songs to increase their vocabulary.  
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I like songs or games in the classroom. It increases vocabulary and the learning will 
be lively and warm (Focus group B, 18-2-2012). 
The students thought that songs could make the learning atmosphere relaxed and 
friendly. Songs could also update students’ knowledge of popular and well known 
songs from around the world. However, students reported that songs were not 
played in the classroom. In the focus group interview, students said that:  
We like listening to English songs in the classroom as part of our learning and 
classroom ativities. Since the beginning of the academic year my teacher did not 
play any songs in the classroom (Focus group B, 18/2/2012). 
Moza seemed to understand that her students liked songs but she did not say why 
she did not use them as one of her teaching strategies. 
Managing unmotivated students 
If Moza thought one of her students was misbehaving, she approached this student 
and talked with them confidentially. She believed this would avoid making other 
students feel uncomfortable or disturbed by her anger towards one of their 
classmates. She explained:  
I usually advise misbehaving students personally, and usually it works. But if they do 
not change their behaviour I do not look at them many times. It will influence my 
mood in teaching and this will affect other students. Sometimes I motivate 
misbehaving students by telling them that I cannot help them with their marks, so 
they have to help themselves. I tell them that their activeness and participation in the 
classroom will be considered and influence their mark and this motivates them to 
behave (Interview, 17/1/2012).  
She said that if such a student did not listen to her and still misbehaved she did not 
want her teaching to be influenced. She tended to ignore this particular student 
during her teaching. 
Moza reported that when she experienced difficulties motivating her students in 
ways that were usually effective, she would use her last strategy, telling her students 
that she would evaluate the tasks at the end of the class period. She hoped that 
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students would perform the tasks and feel motivated because they wanted to get 
credit for their classroom participation. She said:  
I tell them that their exercises today will be marked and considered as a part of their 
classroom participation credit. This will motivate them (Interview, 17/1/2012). 
If she found her students remained unmotivated, perhaps due to shyness in front of 
their classmates, she usually gave these students the opportunity to participate 
towards the end of a period. She hoped that witnessing their classmates’ 
performance would help them prepare.      
I give all students a chance to participate and if, at the end, there are still some who 
are not, I invite them gently to join in. Usually they feel like joining in because all their 
classmates have already participated (Interview, 17/1/2012). 
Moza did not think that she was a clever teacher but she was confident in saying 
that she was good at motivating students to learn English in the classroom. 
I don’t think I am a clever teacher but I am good at motivating students to learn. I 
want them to love English and to provide them with activities they like. Most students 
do not like textbook learning. They like to practise so I give them enough time to do 
this. I give them the model and then let them practise using the language (Interview, 
17/1/2012). 
It seems that Moza knew her students well so it was easy for her to handle her 
students who were misbehaving. She also looked confident in her motivating 
strategies.  
Other factors 
School Period 
The timing of the school period also influenced students’ motivation. When Moza 
taught in the morning all students looked enthusiastic and happy to learn. However, 
when they studied in the late afternoon she thought they looked tired and hungry. 
She usually took more time warming up students for the afternoon period. After the 
students seemed engaged then she started the lesson. Most of the time she used 
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jokes or told a funny story that made her students laugh and forget their tiredness. 
Then they were ready to study (Interview, 18/1/2012). She said that: 
The period of teaching also influences my teaching strategy. Teaching in the early 
morning and the early afternoon will be different. More time warming up or doing pre 
teaching activities is required in the late afternoon classes. If I teach at the end of the 
school period I use more time to warm up the class before starting the lesson. The 
atmosphere should be relaxed (Interview, 17/1/2012). 
The students reported that they preferred learning in the morning. They felt fresh 
and ready to learn. The weather was also still cool. Learning in the afternoon was 
tiring and they felt sleepy. 
I like to learn in the morning. The weather is still fresh and cool. In the afternoon I 
usually feel sleepy and hungry too (Focus group, 18/2/2012). 
Moza said that when she taught in the afternoon session she preferred to review the 
lesson rather than explain a new topic. She usually only explained or reviewed 
language expression and gave the students time for practice. 
I usually spend more time reviewing the lesson in the afternoon class. I invite the 
students to express their ideas and opinions on a topic. In the afternoon it takes a 
long time to engage them in a learning atmosphere. I do not teach difficult lessons in 
this session (Interview, 17/1/2012). 
The timing of the school period was something beyond teacher authority. Instead of 
complaining about this, Moza worked with the situation by giving more time for 
students to settle and practise the language that had been learnt. 
Teaching media 
Moza said that she had a problem teaching language listening because the school 
did not have a language laboratory and nor did the school provide a tape recorder. 
I have a problem teaching listening because the school does not provide me with a 
tape recorder. For listening practice I just use my voice. I read the dialogue or 
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monologue and the students listen for comprehension or general information 
(Interview, 17/1/2012). 
Moza said that she had to provide her own teaching aids—such as a tape recorder. 
She sometimes used her own voice for listening practice. She did not comment as 
to whether this was a big problem for her.  
Summary 
Table 4.1 below provides a short summary of the key factors that characterise 
Moza’s teaching. This material is used in the cross case analysis in Chapter 8. 
Table 4.1: Summary of Moza’s teaching attributes and practices 
Attributes and practices Illustrations 
Attributes  
 Warm classroom manner  Smiling and showing a happy face when entering the 
classroom. 
 
 Respecting students Listening to students’ ideas and opinions. Building trust by 
assuring students that classroom discussion is confidential. 
 
 Clear pronunciation Having clear pronunciation and using simple sentences.  
Practices  
 Giving time to practice Allocating plenty of time for students to practise in pairs or 
in groups. 
 Interesting materials Relating materials to students’ lives, giving many 
examples. 
 Telling stories Telling stories related to learning topics and teenagers’ 
lives. 
 Using English Using English when explaining lessons. 
 Varying activities Using various activities in each meeting. Text genre; 
language skills covered; and students’ levels of English are 
taken into account. 
 Emphasising the 
usefulness of English 
Reinforcing the advantages of English for university study 
and careers. 
 Activating students’ prior 
knowledge 
 
 Reading for 
comprehension 
 Giving feedback 
 
 Managing unmotivated 
students 
 Motivating strategy 
Brainstorming a topic, leading students with questions. 
 
 
Writing key words from texts, skimming, and oral 
summarizing. 
 
Giving feedback on students’ learning throughout the 
learning process.  
 
Approaching students in person. Setting up classroom 
rules at the beginning of the semester.  
Evaluating tasks at the end of the day’s period. 
Other factors  
 Teaching period Taking more time to warm up students in the afternoon 
period.  
 Teaching media Using her own tape recorder or her voice for listening 
activities. 
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CHAPTER 5  
Case study 2: Harry 
Type of school 
The school is located in the same town in Western Sumatera as the previous case. 
This is a general government high school which prepares students for university 
study. Two majors are offered in this school, science and social science.  
Students study in the morning from 7.20 am until 1.20 pm. The students also have 
some extra classes in the morning and the afternoon, especially in Year 12. It is a 
common practice for high schools in Indonesia to give extra lessons to Year 12 
students in order to prepare them for the final state examination. Year 10 and 11 
only run extra classes for students who need them. The parents usually talk to the 
school principal if their children require extra lessons. The school then organises 
extra classes with the parents’ financial support.  
The students’ parents come mostly from middle to low incomes. Besides its 
academic focus on science and social science, the school also specialises in arts. 
The school holds a youth band festival every year (Interview, 1/2/2012).  
Many parents want to send their children to this school because it is a government 
school and the location is not far from the town centre. Some parents and their 
children also choose this school because there is more opportunity to obtain a 
learning promotion to enter a government university. In Indonesia, high school 
students can be automatically accepted into a government university based on their 
academic achievement in the first five semesters in senior high school. The school 
ranks students’ academic achievement and sends students to their choice of 
university based on the ranking (Field note, 27/1/2012). 
The layout and structure of the school 
The school is convenient for students and their families. It is about two and a half 
kilometres from the town centre. Rice fields are situated in front, while houses and a 
midwifery college are to the side. It is a quiet area which is good for learning. The 
school is not on a regular public minibus route, but in the morning and afternoon 
there are some public minibuses to take students to and from the bus terminal. Most 
students ride motor bikes to school. Some students use an “ojek” as their 
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transportation to school. This is a motorcycle driven by someone who takes a paying 
passenger. It follows a flexible route like a taxi. The fare depends on the distance of 
the route and is negotiated with the rider. 
The school building is only one storey, with the field and playground in the centre. 
The classrooms surround the field with a flower garden in the front of each 
classroom. It is a colourful school with many kinds of trees and flowers. The parking 
area for teachers, school staff and guests is in the front. Students park their 
motorcycles inside the school parking area. 
The main building of the school consists of the principal’s room which is beside a 
deputy principals’ room, school administration office, and the teachers’ staffroom. 
The school building is like a square with the sports field in the middle. The 
classrooms and other buildings surround the sports field.  
There are 21 classes of students. There are seven groups of Year 10 students, 
seven groups of Year 11 students, and seven groups of Year 12 students. There are 
approximately seven hundred students and sixty teachers in this school. The 
principal is assisted by four deputy principals. Each deputy principal has a specific 
job such as managing school administration, curriculum, social relationships, and 
students. 
English teaching in the school 
There are four teachers of English in this school. Each teacher teaches about five 
classes twice a week. 
Teachers of English reported that they need to work hard to motivate students. 
Some students have high motivation but most are not so motivated to learn English. 
English is still considered to be a difficult subject and few students are able to use 
English satisfactorily in the classroom or daily communication.  
It is hard to motivate them to learn, especially in English which they find so difficult. 
So I try to make them happy in my class in the hope they will shift their mind-set 
toward English. When they look happy, when they are laughing and enjoying the 
learning atmosphere, then I start the lesson (Interview, 1/2/2012).  
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It seemed that Harry understood his students’ mood. He started the lesson when the 
students were in the right mood.  
Students’ perceived English as a very hard skill to gain. Teaching English was a big 
challenge for teachers in this school. The facilities for learning English as a foreign 
language were limited and there is no language laboratory. The school provided 
teachers with a tape recorder for listening practice. If a teacher wanted to use 
computer-based learning materials, he or she needed to borrow a data projector 
from the school and bring it to the classroom. Some classes had electricity supplied 
and some do not. Teaching facilities were therefore limited in classrooms with no 
electricity. Teachers needed to shift the students to a multipurpose room or the 
library (Interview, 1/2/202012). 
The teacher 
Harry had taught in this school for 15 years. He graduated from a teachers college 
with a degree to teach at high school. Harry said that most of his students were 
motivated to learn when he told jokes and gave advice. He believed that the 
important thing in teaching and learning in the classroom was his relationship with 
students. When students felt comfortable learning in the classroom, the learning 
process would run well. However, when students felt afraid and under pressure, 
learning will not happen (Interview, 1/2/202012).   
Teacher attributes 
Warmth and approachability 
Harry was friendly and very easy going. He appeared to build a strong relationship 
with his students. He was an outgoing teacher. His students liked to study with him 
because he was warm to talk to; the students felt comfortable talking to him inside or 
outside the classroom. He is easy to approach. 
I like the teacher because he has a great sense of humour and he encourages us 
with his advice. I can ask him questions or chat with him outside the classroom 
(Focus group, 11/2/2012). 
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Harry was clear about what he thought his students needed. He said that students 
needed someone to motivate them to learn and they needed a warm and lively 
classroom.  
Before starting each lesson I set up the students with some advice, I put myself 
forward as a motivator for my students. I use songs, jokes and games (Interview, 
1/2/2012). 
The students mentioned that for them the most important thing in learning English 
was the teacher. Even though the material was interesting, if the teacher’s 
personality was not warm, the learning would not be interesting. 
I think the first thing in classroom learning is the teacher. Other things will follow if 
the teacher is nice and interesting (Focus group, 11/2/2012). 
It seemed that Harry’s behaviour inside and outside the classroom is the same. He 
was warm and approachable both inside and outside the classroom. His students 
were able to give feedback or talk with him about the learning experience outside 
the classroom (Field note, 27/1/2012). 
Maintaining a strong relationship with students 
Harry said that to engage his students in learning, he chose examples that were 
close to his students’ lives. He created stories or examples by using students’ 
names or told them about an event that was familiar to them. This helped them 
understand the lesson more easily. If they felt unsafe Harry thought students would 
pretend to understand because they were afraid of asking questions or showing 
their confusion. 
I involve the students in learning by making examples that are close to them. I use 
their names in my sentences. When I make example sentences or expressions on 
the board I use their names, and I also use their names in my exam questions to 
help remind them of what I have taught. The important thing is that they are 
encouraged because their names or their friends’ names are used (Interview, 
1/2/2012). 
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Harry built a close relationship with his students. He stated that inside the classroom 
he greeted his students by using nicknames. Outside the classroom he tried to 
remember his students’ names and greeted them using their nicknames. By doing 
this, he maintained a friendly and informal relationship with his students inside or 
outside the classroom. 
I want my students to feel free to talk to me. I am not such a formal person so they 
do not need to treat me as though I am the big boss. I sometimes chat with them in 
the school canteen or if they meet me in the market or somewhere else (Interview, 
1/2/2012). 
In Indonesian culture knowing and calling a person by his or her nickname means a 
lot. It means that there is a close and understanding relationship. A common 
practice is to call a person by their first name. A nickname is a name that a person 
likes and only close relatives and friends use this name.  
Harry’s way of addressing his students’ by their nicknames was an attempt to build 
rapport with his students. He also shared power with his students by describing his 
relationship as a brother, not as a person with high authority.  
His students also liked him. They liked his friendly and warm personality. He built an 
understanding and respectful relationship with students:  
I like studying English because I like the teacher, especially the way the teacher 
interacts with us. He makes jokes but we still respect him as our teacher. I do not 
like teachers with serious faces or no jokes at all (Focus group, 11/2/2012). 
The students in a focus group stated that Harry’s actions motivated them. They said 
that: 
The first factor is the teacher, the activities and the material. I think the teacher is the 
first influential factor. I like humorous teachers so I enjoy learning English in the 
classroom with him (Focus group, 11/2/2012). 
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Harry also gave advice to help his students study hard. He taught his students to 
respect their parents’ hard work which supported them financially and allowed them 
to attend school. He believed that giving advice is a part of his role as a teacher. 
Teacher practices 
Teaching strategy 
Harry reported that he also used songs in his classroom. He sometimes modified a 
song by using his students’ names in the words and lyrics. His students enjoyed this 
and would laugh and tease each other. He sometimes brought his guitar to the 
classroom and played English songs as one of his teaching strategies.  
I use songs by playing them on a tape recorder, or sometimes I sing a song myself 
and change the lyrics to use the students’ names. I also use poems and use their 
names in my poems. The key is making my students happy so the classroom is 
lively and warm. I also build a friendly and warm relationship with my students so 
they feel like I am their brother, and aren’t afraid of me (Interview, 1/2/2012). 
His students enjoyed songs, games and varied learning activities. In the focus group 
one reported:  
I like songs and games but in my opinion the classroom activities should be varied. 
Any activity that we do too much in the classroom makes us bored. So far I enjoy 
learning English in the classroom (Focus group, 11/2/2012). 
One student mentioned that she liked learning English grammar followed by 
practice. She thought that grammar was also needed in learning a foreign language. 
I really enjoy activities that help me practise speaking English. I feel English 
grammar is also important, but compared to practise; maybe it should be more 
balanced. I would say 40% language knowledge and 60% practice (Focus group, 
11/2/2012). 
In the focus group a student stated that:  
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I want to learn more vocabulary from the learning activities to help my English 
fluency. English is an international language I need it very much (Focus group, 
11/2/2012). 
One of the students even said that he needed to practise with a native speaker. 
I want to practise my English and talk directly with English native speakers (Focus 
group, 11/2/2012). 
In summary, Harry understood the preferred activities of his students in learning 
English, hence he played songs and games, told stories, and read poems as part of 
his teaching strategies. He used a variety of classroom activities to engage his 
students in learning. 
Grouping students for interaction 
Harry said that he usually managed classes by putting students in pairs or groups. 
He argued that by doing pair-work or group-work his students would support each 
other. These learning activities helped students build their self-confidence and team 
skills because they would present the work as a group rather than as their own 
work.  
I design my class mostly by putting the students in groups. After I explain the lesson 
I ask the students to sit in groups. Then I ask each group to explain and discuss their 
work in front of the class (Interview, 1/2/2012). 
When Harry arranged group membership he ensured that each group contained at 
least one high achiever who could act as the leader of the group. He assigned 
groups with projects so that students knew there was a purpose for group 
discussion and that they had the responsibility to present their group report.  
Yes, they feel confident if someone can lead the discussion. If all students in a group 
were weak they would feel confused, not knowing what to do and say in front of the 
class. So I make sure that one student in each group can be the moderator 
(Interview, 1/2/2012). 
He added that: 
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I train them to be brave enough to use English in front of other people. Beforehand, 
they are afraid to use English. By putting those students in groups their confidence 
with English will grow. Sometimes they can discuss and write the answers before 
they talk (Interview, 1/2/2012) 
The students reported that they liked to work in a group. By working in a group the 
students could ask their friends if they did not understand something. Sometimes 
students were shy about asking the teacher in front of their classmates. Harry 
believed that mixed-ability group composition benefited his students more.  
I enjoy working in a group because if I have problems, I can ask my friends for help. 
It is easier to understand my friends’ explanations (Focus group, 11/2/2012). 
Both Harry and his students enjoyed pair-work and group-work classroom activities. 
Harry helped build his students’ self-confidence with English through this activity. 
However, students were held responsible for finishing the assigned project. 
Setting up the learning 
Harry put in place learning regulations at the beginning of the semester. He built 
commitment and understanding from his students with these regulations. By doing 
this, both teacher and students know the boundaries for class behaviour. Students 
understood their classroom rights and obligations. 
I speak frankly to them. What I want them to be and to do in my classroom. I 
understand their situation but they have to be disciplined and stick to what we have 
agreed on. I set up the rules at the very beginning, when they start learning with me 
at the beginning of the semester. The goal of the learning is to develop English skills 
to the point where they have the capability to use English. I also tell them my life 
experience and how I learned English when I was at school. I learned to use English 
and practised my broken English every time I met westerners (Interview, 1/2/2012). 
He usually reminded his students at the start of a lesson to study hard. He took 10 
to 15 minutes to warm up the learning atmosphere by delivering advice before he 
started teaching the lesson (Classroom observation, 8/2/2012). 
I remind my students that their parents work hard. Most of them keep silent when I 
remind them about their parents. I think they can feel that it is really true that their 
99 
 
parents have had to work hard in farms or rice fields to pay their school fee 
(Interview, 1/2/2012). 
Harry believed that the teacher needed to set up the learning conditions before 
starting a lesson. If a teacher directly jumped to the lesson without a pre-teaching 
activity, students would find it hard to concentrate. He said there was no point in 
starting the lesson when the students were not ready.  
I start with advice, giving an Islamic lesson or telling jokes. I remind them how 
important English is for their life, how hard their parents work to support them 
financially. They listen to me seriously. They feel it in their hearts, and they are ready 
to study. I start the lesson when my students are ready (Interview, 1/2/2012). 
In Western Sumatera’s culture, giving advice based on Islamic values is common 
and important. Being a good Muslim is part of being a good person in general. 
Students accept this. At the beginning of the semester, Harry usually found out if 
any non-Muslim students were in his class and explained that although his advice 
was based on Islamic values it would be of use to Muslims and non-Muslims alike. 
Harry stated that he needed to change his students’ mind-set towards English. The 
students should not think that English is a “scary” subject. Students should 
understand that English could be fun and enjoyable to learn. It was not a difficult 
language to learn if the learning atmosphere supports it.  
I teach English in a relaxed atmosphere, I often use games and songs to make 
English interesting. The important thing is that I prepare students to be ready to 
study, so the pre-teaching activity is crucial. My students have to learn in an 
encouraging atmosphere, not under pressure, otherwise they will think that English 
is a language from another planet (Interview, 1/2/2012).  
Harry argued that giving advice to his students is part of his pre-teaching activity. He 
intentionally did this 
… especially when I see the students are lazy or sleepy. But I can say that it is my 
habit. I feel happy to do it and I am sure my students need it (Stimulated recall, 
8/2/2012). 
100 
 
Harry was also flexible about class time. In the afternoon period he allowed his 
students to take their time for about ten minutes to eat before coming to his class. 
He thought that his students could not learn properly if they were hungry. A ten 
minute break to have a quick lunch was refreshing for them. 
It is really important to prepare students to learn by offering advice or telling a story 
with a moral lesson or religious message. I have to make students feel ready to 
start. Even if my period is at morning tea time, I let my students eat for ten minutes. 
It is better to give them time to eat rather then ask them to come to my class hungry. 
But I tell them that having given them time to eat there are no more excuses to leave 
the classroom during my lesson (Interview, 1/2/2012). 
The students enjoyed learning with Harry because they did not feel any pressure 
within the classroom environment. The students reported that Harry is a great 
teacher and easy to deal with.  
I like the way the teacher interacts with us. He has a great sense of humour. We 
laugh a lot in the classroom, it is very relaxed. I do not like serious teachers. I am too 
afraid to talk when the teacher is too strict (Focus group, 11/2/2012). 
Another student supported this opinion. 
I like the teacher; he advises us and gives religious advice. I like his personality 
because he makes the classroom atmosphere lively. We have time to share ideas 
(Focus group, 11/2/2012). 
However, in the focus group interview one student said that she did not like too 
much fun in the classroom. She complained that if there was too much joking and 
laughter there would be little in the lesson that she could learn.  
I like humour but not too much. I want to make sure that for each period of learning I 
will gain knowledge. I want the teacher to explain the lesson and for this to be 
followed by practice. I need to practise more (Focus group, 11/2/2012). 
Another student added that she liked jokes but she also wanted to learn. 
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I enjoy the way the teacher explains the lesson, he is relaxed. But I do not like if it is 
too much jokes because I also want to learn (Focus group, 11/2/2012). 
In summary, most of Harry’s students enjoyed his humour but, as noted above, one 
did not like too much humour; especially when her friends tried to make use of the 
learning time by inviting the teacher to tell more jokes. She thought that the teacher 
had to keep control of this and make students aware that there was time to share 
humour and there was time to study. 
Harry believed that in his classroom the important thing was a relaxed atmosphere. 
The students needed to feel comfortable in the teaching-learning process. The 
learning would not run smoothly when students felt stressed or anxious in the 
classroom.  
Correcting mistakes 
To motivate his students to talk and participate actively in the classroom, Harry did 
not do any direct correction of mistakes. He always told his students that mistakes 
are common in learning. He said that the more you make mistakes the more you 
learn; mistakes are part of learning a second or foreign language.  
At the beginning I told them that my motto is “the more mistakes, the more you 
learn”. I told them that we learn from the mistakes. Once we make a mistake, we can 
take a new lesson from it. This idea trains the students to be brave in expressing 
their ideas and opinions in front of their friends. I also tell them that when they 
present their work in front of the class, I will listen at the back and not judge them for 
their mistakes. I will evaluate them from their activeness in the classroom. I correct 
mistakes after all the students have presented their work, and I pick up only 
important mistakes to be corrected without telling whose mistakes were whose 
(Interview, 1/2/2012). 
Harry did not use feedback as a way to look down on or judge his students. He used 
feedback as a tool of learning. From feedback, the students learn, and Harry kept 
reminding his students of this. 
His way of correcting mistakes and his view toward mistakes made students feel 
free to talk. Even with their half-English and half-Indonesian, they talked actively in 
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the classroom. Harry appreciated and encouraged his students’ attempts to 
communicate in English. His students enjoyed this opportunity too. 
I like the opportunity to speak English. To be fluent in English is my learning goal. 
The teacher really supports me. He does not laugh at any mistake. He even reminds 
my classmates not to laugh at others’ mistakes. The learning atmosphere is really 
fun and relaxed (Focus group, 11/2/2012). 
Harry said that he would not correct students’ directly. He let his students practise. 
He encouraged his students to try to use English in the classroom and without 
thinking of mistakes. 
I deliver my comments and talk about mistakes after all the groups have presented 
their work. In this way, the groups presenting later are not bogged down by the 
mistakes and feedback of earlier groups. Presenting is a big jump for these students. 
In the first semester, they do not want to come to the front. Giving them freedom to 
express their ideas gives them confidence, even though they use broken English 
(Interview, 1/2/2012). 
Harry reported that at the beginning of the semester his students were too shy to 
speak. As he taught them, he let them express their ideas without direct corrections. 
He reminded his students not to tease their classmates’ mistakes; consequently, 
they began to speak more freely. 
In summary, Harry’s way of correcting mistakes supported his students’ participation 
in classroom discussion. Students felt they did not need to be afraid of making 
mistakes. Harry told his students that mistakes are common in learning a new 
language. He also reminded his students that they could learn from their mistakes. 
Answering student questions 
When a student asked a question, Harry often asked the class to respond. He 
wanted to give the other students a chance to provide an answer. One student did 
not like it when Harry passed her question to other students to answer. She wanted 
the teacher to answer her question too. 
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I like the teacher but I don’t like it when he doesn’t answer the questions. When I ask 
a question, the teacher asks other classmates to answer but doesn’t give his 
answer. Which is the correct answer remains uncertain (Focus group, 11/2/2012). 
It seems that the student wanted to receive a direct answer from Harry. She needed 
to know which answer was correct, but the teacher encouraged students to find out 
the answer for themselves. It is the nature of classroom learning in Indonesia that 
many teachers directly answer students’ questions. 
The importance of English 
Harry presented himself as a model for his students. He talked about his life 
experiences so that students could learn from them. By understanding that his 
success owed to his ability to use English, students might be motivated to study 
hard and practise their English. 
I tell them of the advantages I’ve gained from the ability to use English. I can work in 
many different fields. I have worked as a tour guide and I worked in a foreign 
company too before I decided to be a teacher of English (Interview, 1/2/2012). 
By talking about his work experience, Harry expected that his students would be 
more motivated to learn English. 
I let my students know that English is one of the skills they need to gain along with 
computer skills. If they know English and computers they will be equipped in the 
global competition for jobs (Interview, 1/2/2012). 
Harry told his students that they need to be able to use English, especially for 
communication. This skill would help them compete for good jobs.  
Managing unmotivated students  
Harry also motivated his students by asking them to identify their difficulties in 
learning English. He offered help to his students experiencing problems. He 
approached students and talked in person.  
For his unmotivated students Harry had a particular strategy:  
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I ask them to make sentences themselves. If they still seem unmotivated I ask them 
to write the sentences on the board. I keep telling them the more mistakes, the more 
you learn, and remind them that mistakes are common because English is not our 
mother tongue. If they’re still struggling I approach him or her individually, in their 
seats, and I ask them where they are having difficulty. Then I explain and give 
examples. Sometimes I use a dictionary to help. Some students have problems with 
vocabulary and don’t know how to use a dictionary effectively. They don’t know how 
to read the phonetic symbols designed to help with pronunciation. I keep telling them 
that I evaluate them more on the process of learning rather than the result of 
learning (Stimulated recall, 8/2/2012). 
Harry seemed to understand his students and had a clear strategy for managing his 
students who were less motivated. 
Feedback 
Harry emphasised that he evaluated students from the learning process not from the 
learning result only. He expected that this helped students to be more motivated in 
the classroom. He usually sat at the back when the students presented their group 
work.  
Harry also got feedback from his students about his teaching style. Since he had a 
close relationship with his students, he could talk to them and ask if they enjoyed the 
learning or if there was something that they were concerned about. He was 
confident and sure that his students liked his teaching style and his classroom 
personality.  
The students are enthusiastic when I use certain strategies. They tell me that they 
like some strategies. In general, students like learning in a relaxed atmosphere 
where they feel no anxiety and are free to express their ideas and opinions 
(Interview, 1/2/2012). 
Harry received feedback from his students through the way they responded to 
learning activities. Some students also told him directly which strategy or activity 
they liked and which they did not like. 
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Adopting teaching strategies from other sources 
Harry said that he learned how to teach English from many different resources. One 
of them was a magazine called English Teaching Forum. He liked to adopt the 
teaching strategies from English Teaching Forum because these strategies have 
been tried out by other teachers in classrooms. He was quite sure that these 
strategies worked in his classes too.  
I learned some teaching strategies at the teacher training institute where I gained my 
teaching degree. I have also gathered strategies from the magazine, English 
Teaching Forum. The strategies here have been tried by other teachers, and are 
published in the magazine so other teachers may use them too. I have also adopted 
some other teaching strategies based on my life experience (Interview, 1/2/2012). 
Harry appeared to provide quality learning materials to his students. His decision to 
use strategies from English Teaching Forum reflected that he was selective in using 
learning materials for his students. 
Using English for daily communication 
Harry encouraged his students to use English for their daily communication. He 
started to invite his students to use English by introducing some sentences and 
expressions that were used for daily communication. He asked his students to use 
these expressions especially when they were learning in the classroom. 
I suggest the students use English for daily conversation in the classroom, starting 
with simple expressions like “excuse me”, “sorry I am late”, “can I go to the toilet”, or 
“sorry I do not understand”. Using daily expressions helps familiarise students with 
English (Interview, 1/2/2012). 
Harry helped his students understand that English is not only for academic purposes 
in high school but also a skill for life. He emphasised the use of English as a 
medium of communication. The students had to practise simple expressions that 
they would use in their lives. 
During classroom observations, I noticed that Harry’s students used Indonesian 
words when they did not know the English words. Harry helped them translate some 
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Indonesian words into English. This strategy indicated that the role of L1 needed to 
be considered in foreign language classes (Classroom observation, 8/2/2012). 
Other Factors 
Students’ academic backgrounds 
Harry said that his students were not high achievers. He needed to work hard to 
motivate his students to learn English. His students did not have a strong basic 
understanding of English. Harry thought that to make them enjoy learning English 
was challenging. 
 
The students who come to this school are not clever students. Most clever students 
will enter the international standardised school. I understand this, and that’s why I 
have to be flexible and understanding. Teaching high achievers, the teacher need 
not work so hard to motivate them. They are already motivated. But students need to 
be encouraged to learn, especially to learn English. Maybe this is because they do 
not have a strong base of English (Interview, 1/2/2012). 
Harry reported why there were many middle to low achievers in the school. 
However, he understood this situation and tried to adapt to this in his classroom. 
Students who enter this school are weak. This is because of a political policy. 
Parents go to the mayor to get their kids accepted into the government school. It is 
hard to motivate them to learn, especially English which they think so difficult. So I 
make them happy in my class. I hope they will shift their mind-set towards English. 
When they are ready to enjoy learning English, I start the lesson (Interview, 
1/2/2012). 
He mentioned that his students’ understanding of English also influenced the choice 
of teaching strategy. Teaching high achievers is different to teaching middle to low 
achievers. Mostly low achievers need the lesson to be explained to them in detail. 
Sometimes, if they did not understand the basics of English grammar and 
vocabulary, Harry needed to explain the point of the lesson again in brief (Interview, 
1/2/2012). 
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Classroom layout 
The classroom layout in Harry’s class was similar to the layout in most schools in 
Indonesia. The teacher’s desk was in the front and the students’ tables and chairs 
were in rows facing the front. Some students commented that they wanted to learn 
in a different setting. 
I have a dream to learn outside the classroom, in the school park maybe. I think 
learning outside the classroom would be nice and we would have a different learning 
atmosphere (Focus group, 11/2/2012).  
Another student wished that she could learn English in a language laboratory. 
I think learning in a language laboratory would be interesting. It would be a new 
experience. I imagine we could practise our listening skills (Focus group, 11/2/2012). 
Some of the students wanted to experience learning with an English native speaker. 
It will be cool if we could learn with an English native speaker, or at least practise 
talking with them (Focus group, 11/2/2012). 
In summary, the students wanted a variety of learning environments. They expected 
to experience learning in an open area such as the school playground. They were 
also eager to know how to learn listening skills in a language laboratory, and they 
would like to practise their English with English native speakers. 
Summary 
 
Table 5.1 below provides a short summary of the key factors that characterize 
Harry’s teaching. This material is used in the cross case analysis in Chapter 8. 
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Table 5.1: Summary of Harry’s teaching attributes and practices 
 
Attributes and practices Illustrations 
Attributes  
 Enthusiastic classroom 
manner 
Maintaining a warm and approachable relationship with 
students. 
 Strong relationship with 
students 
Using students’ names in his sentence examples, stories, 
poems, and songs. Addressing students’ by nicknames. 
Practices  
 Interesting activities Using jokes, funny stories, songs, poems. 
 Grouping students Placing one high achiever in each group. 
 
 Setting up learning Giving advice before starting lessons. Giving a ten-minute 
break before afternoon period. 
 Correcting mistakes Correcting students’ mistakes indirectly. Reinforcing that 
mistakes are part of learning. 
 Answering students’ 
questions 
Encouraging the class or other students to answer. 
 Emphasising the 
importance of English 
Reinforcing the advantages of English skills. Using himself 
as a role model. 
 Managing unmotivated 
students 
 Giving feedback 
 
 Adopting teaching 
strategies 
 
 Using English for daily 
communication 
 
Directly addressing misbehaving students. 
 
Assessing students’ learning through the learning process. 
Using teaching strategies from English Teaching Forum 
magazine.  
Inviting and encouraging students to use English for daily 
communication. 
Other factors  
 Students’ academic 
backgrounds 
Students’ English achievement in their previous learning 
hinders their learning at senior high school. 
 Classroom layout Students wanted to learn in a language laboratory, the 
playground, and from English native speakers. 
 
 
 
 
 
109 
 
CHAPTER 6  
Case Study 3: Yuke 
Type of school 
The school is a senior high school in the small town in Western Sumatera. It is a 
government high school. There are two streams in this school, science and social 
science. The school is in demand because of its academic achievement. The school 
is categorised as a national standardised school. Students study in the morning from 
7.15 am until 1.15 pm.  
Yuke has taught in this school since she started her career as an English teacher. 
Entry to this school is competitive so students in this school are middle to high 
achieving students. The school is about three kilometres from the city centre.  
The layout and structure of the school 
The school is surrounded by rice fields at the back and houses in front. The air is 
fresh with little noise from the traffic. The building is only one storey high with the 
sports field and playground in the centre. The classrooms surround the field with a 
flower garden in the front of each classroom. The school campus is green and 
colourful with many kinds of trees and flowers. 
The principal’s office, the deputy principals’ office, the school administration office 
and the teachers’ staffroom are next to each other. The sports field is in the middle 
of the school. The school has a very convenient layout, allowing each classroom to 
be reached easily from the main administration building. 
Most of the students and teachers come to school by motorcycle. Public transport is 
available in the morning when school starts and the afternoon when school ends. 
The school location is not convenient but it is in a quiet area which is good for 
learning. The students’ parents come from a range of economic backgrounds, most 
from middle and low income families (Field note, 23/1/2012). 
There are 21 classes consisting of seven classes of Year 10 students, seven 
classes of Year 11 students, and seven classes of Year 12 students. There are 
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approximately eight hundred students with seventy teachers in this school. The 
principal is assisted by five deputy principals. 
English teaching in the school 
English is not spoken much in this school; it is not a medium of instruction in the 
teaching and learning process. The students generally use English only during their 
English classes. Students learn English twice a week for 90 minutes in each 
meeting (Field note, 27/1/2012).  
Students seem to understand the benefit of learning English for their future. They 
appear to study hard to improve their English. They realise that they need English 
for their university study and their future career. One of the students in the focus 
group commented: 
I realise that I need English for my future career and university study, motivating me 
to learn English. My brother told me that at university level, textbooks are mostly 
written in English (Focus group, 10/2/2012). 
However, some students thought that English is difficult to learn. As one 
commented: 
I like English but I still find that it is hard for me to learn. I know it is important and I 
do not understand why it is so difficult for me. Some of my friends enjoy learning it 
(Focus group, 10/2/2012). 
Most students learn English in the classroom only; this does not support their 
English communicative skills both in spoken and written language (Field note, 
23/1/2012).  
The teacher 
Yuke had taught in this school for 23 years. She graduated from a teachers’ college 
with a degree to teach at high school. She continued her study and obtained a 
Masters degree at the local university.  
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She often used action research to solve problems in class. She said that she wanted 
to help her students communicate in English. She has completed two action 
research projects in her classroom. Her first project focused on helping students 
improve their writing skills and the second on motivating students to enhance their 
speaking skills. She was eager to help her students gain more knowledge and skills 
in English (Interview, 27/1/2012).  
Yuke indicated that she was keen to find ways of teaching English effectively. She 
has attended seminars and conferences to learn more about teaching English. She 
is enthusiastic about helping her students and her colleagues. She was highly 
empathetic to those around her. She was sought after by colleagues for ideas and 
opinions on teaching issues and other, more general ‘life’ problems as well (Field 
work, 27/1/2012).  
Yuke has a distinctive style of dress at school. In this town, there was a regulation 
relating to work clothes. The dress was formal and women should wear a suit. 
However, she was not comfortable with a skirt, so she wore pants instead. She 
knew it was against the rule but she said that she was not confident wearing a skirt 
when teaching in the classroom. As she explained:  
I do not mind who the headmaster of my school is. I just need someone who 
understands my style of dressing. I do not feel confident wearing a skirt at work. If I 
wear a skirt I will be more concerned with that rather than my teaching. (Interview, 
27/1/2012). 
Yuke had a warm and outgoing personality and this made it easy for her students to 
communicate with her. She did not create a distance between her and her students. 
She told jokes to her students inside and outside the classroom. The students 
respected her but were not afraid of her (Field note, 27/1/2012). 
Yuke was involved actively in the English teacher association in the school and in 
the town. She was happy to shares ideas and teaching experiences with her 
colleagues. She was liked by her students and also by her colleagues. Her students 
and her colleagues felt happy to be with her (Field note, 27/1/2012). 
 
112 
 
Teacher attributes 
Yuke was one of the most popular English teachers in the school. During the 
observation, she displayed a warm personality and came into the classroom 
enthusiastically, smiling and greeting her students warmly. The classroom looked 
inviting and lively. She encouraged her students to speak by helping them with 
vocabulary and language expression. She let her students speak English and when 
the students did not know an English word she helped them by translating the word 
(Field note, 27/1/2012).  
In the focus group, a student responded to her teaching and classroom personality:  
I like studying English with my teacher. She arranges various activities in the 
classroom, avoiding the monotonous. As a result, I am not afraid of speaking English 
(Focus group B, 10/2/2012). 
Yuke built a close relationship with her students. She smiled, told jokes and 
explained the lesson in a relaxed atmosphere. When I observed her class her 
students were free to express their ideas and ask questions. She did not get angry 
with wrong answers or mistakes made by her students.  
She encouraged her students to use English both inside and outside the classroom. 
She communicated mostly in English with her students outside the classroom, an 
uncommon practice in Indonesian high schools (Classroom observation, 3/2/2012).  
Teacher practices 
Classroom teaching and learning 
Before starting her lesson, Yuke usually reviewed the previous lesson. She said that 
she needed to do this to help the students settle and be ready for the new lesson. 
 Students need to understand the previous lesson before continuing. I usually review 
the previous lesson to make sure it has been understood (Field note, 3/2/2012). 
Yuke’s teaching approach involved explaining the lessons, giving examples, and 
giving students time to practise. Students were allowed to practise alone, in pairs or 
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in a group. Yuke thought that by giving students time for practise, they would gain 
English skills faster. She said:   
My students enjoy practising English. I give them a lot of time to practise speaking 
with their classmates. In our large classes I usually put them to work in pairs or in 
groups. I seldom ask them to speak in front of the class alone. I don’t think that’s 
very interesting for them. When I ask them to deliver a speech most of them 
memorise the script (Interview, 1/2/2012). 
Yuke implemented a three-step approach as part of her teaching strategy: 
presenting, practising, and producing. The students liked this strategy because it 
helped them obtain more skills in English. As one student explained: 
I like any activity that makes me use English, but I don’t like it when the teacher asks 
me to do an activity or task without explaining how to do it (Focus group B, 
10/2/2012). 
The students reported that they felt relaxed when they studied with Yuke. They said 
this helped them to understand and use English. One stated: 
I like it when my teacher speaks English with me. She doesn’t force me. She invites 
me to speak and if I have a problem with vocabulary she allows me to use 
Indonesian and then helps me with the English words I don’t know (Focus group A, 
10/2/2012). 
It seems that Yuke understood her students’ preferences for learning; she applied 
strategies that suited her students’ needs. The students felt relaxed when studying 
with her. It made students more engaged in their learning.   
Grouping students 
Yuke often asked her students to work in a group. She thought it was more effective 
to group students and give them time to share ideas rather than work alone. She 
said it took time if she asked the students to work alone and then perform the task in 
front of the class one by one. Her classes generally consisted of more than 30 
students. She said: 
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Our classes are large. Usually one class consists of 35 to 40 students. I usually put 
them in pairs or in groups. I think asking students to work in pairs or groups gives 
them more time to practise and help each other. I usually put a clever student in 
each group and appoint her or him to be a chairman of the group (Interview, 
1/2/2012). 
Yuke usually organised her students in five to seven groups. She made sure that 
each group had at least one high achiever to help the group activity run smoothly. 
She identifies a chairperson for each group. She said that her students needed 
someone to give examples and to make sure the group task is accomplished:  
For all the classroom activities I select active and smart students and share them 
around the groups. These students are the motivators for their group. They play a 
role as group chairman and start the activity. They help to motivate others to 
complete the activity (Stimulated recall, 3/2/2012).  
The students enjoyed working in groups. However, some students said that they felt 
a litle bored when weak students could not understand the activities and did not 
want to practise in the group. As one student said:    
I feel upset when my friends do not know what they should do. It is tiring to explain if 
they do not understand (Focus group A, 10/2/2012). 
Another student in the focus group stated that she does not really enjoy working in a 
group. She said that some of her friends did not use the time to practice. When she 
explained and gave an example of how to do the task her friends still did not 
understand. 
I do not like if my friends in the group do not understand the task. I give examples 
but it is difficult for them to understand. Sometimes they are too lazy to practise 
(Focus group, 10/2/2012). 
Yuke controlled each group by walking around the classroom to make sure that 
every group could do the task properly. She offered help if the group needed it. She 
said that it was important to cover each group. Sometimes students were not 
confident asking questions in front of their classmates. The students usually asked 
her questions when she came to their group. 
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My students are sometimes too shy to ask questions but when I come to them they 
usually ask questions. Maybe they just want to make sure that they are doing the 
task properly (Stimulated recall, 3/2/2012). 
In addition to group work activity, Yuke often asked her students to work in pairs. 
She asked her students to work with the person who sat next to him or her. She 
understood that most of her students sat with the friend they felt comfortable 
working with. 
I ask my students to work with their peers. It is usually a friend who sits next to him 
or her. My students really depend on their friends (Interview, 1 /2/2012). 
Yuke seemed to know her students; she grouped her students based on ability so 
they could share ideas and help each other. She offered help to make sure that 
each group or pair could do the task properly. 
Cycle stand activity 
For one group work activity, Yuke used a cycle stand exercise. In this kind of activity 
students were asked to work in groups of five to seven. One student started by 
standing up and saying one sentence or expression based on the topic of the 
lesson. After saying the sentence he or she posed a question to the next student. 
The second student would answer the previous student’s question and ask a 
question for the next student in the group. This activity usually ran for about ten 
minutes before moving to the next activity based on a different expression 
(Classroom observation, 3/2/2012). Yuke found the activity successful. As she said: 
I have written my classroom action research on the cycle stand activity. I am sure 
that this activity works well in my classroom. I can tell that many students benefit 
from this activity (Interview, 1/2/2012). 
Yuke found the cycle stand activity helped her students and she believed it was 
useful for not only speaking practice but also grammar (Interview, 1 /2/2012). 
I find that the cycle step strategy works very well in my classroom. I ask students to 
work in groups of five to seven. Each student takes a turn to stand and say one 
sentence or language expression, and then ask the next student a question. For 
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example: “I feel happy, how do you feel today?” The next student does something 
similar, and so on, until everyone has had a chance to use English in that cycle. If I 
see a student with a problem expressing a sentence or language expression, I 
approach the group and help (Interview, 1 /2/2012). 
The students reported that they liked this activity and felt it helped improve their 
ability to use English. As one said: 
I enjoy practising English in class. I like the cycle stand activity because it is new to 
me. I usually practise language expressions by making a dialogue and performing it 
in front of my classmates (Focus group, 10/2/2012). 
Another student also commented: 
I like the cycle stand and other activities that make me use English. The cycle stand 
activity is interesting because everyone shares ideas. For me, it was a new way to 
practise English (Focus group, 10/2/2012). 
Yuke’s students mentioned that they liked activities involving body movement; the 
cycle stand activity was effective for them because students moved their bodies 
when standing. They enjoyed activities like games or drama. They said:  
Drama or role play activities make the classroom lively and relaxed. We can use our 
own sentences (Focus group, 10/2/2012). 
Yuke realised that her students liked physical activities so she used these in the 
classroom. She understood that it was important to implement a range of classroom 
activities. She indicated that she was sure the cycle stand activity was effective, 
having conducted a form of action research. She knows that her students like to 
work together rather than alone (Interview, 1/2/2012). 
Yuke said that she has to work hard to coax her weak students to express their 
ideas or ask questions during the learning process. She said she tries to do so:  
… by giving the students attention. Building a positive relationship with students is 
really important. Do not get angry with them if they make mistakes. Mistakes are 
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natural in learning English. When they do not behave, I go to them and talk 
(Interview, 27/1/2012). 
In summary, from the classroom observation, it appeared that the cycle stand 
activity helped weak students build their confidence to practise. When I observed 
the classroom, weak students began to hear and look at examples from their friends 
in the group which they then practised themselves (Classroom observation, 
3/2/2012).  
Reading Comprehension 
The Indonesian curriculum expects students to have skills in reading comprehension 
so as to comprehend international textbooks or journals. In an English classroom, 
teaching reading ca be challenging if students have to sit quietly in order to 
comprehend a text and then answer questions. One student reported: 
I do not like reading because it is very difficult to understand a text. It is very boring 
when the teacher asks us to read a text and then answer comprehension questions. 
How can I answer the questions if I do not understand the text? (Focus group, 
10/2/2012). 
Yuke said that a problem faced by her students in reading comprehension was their 
lack of vocabulary. Students found it hard to understand a text that uses academic 
or low frequency words (Interview, /1/2/2012). She speculated: 
I think reading is not really interesting for my students because they need to 
understand a text in order to answer the questions. They have problems with 
reading due to lack of both vocabulary and reading comprehension strategies 
(Interview, 27/1/2012). 
Yuke understood that she needed to teach reading comprehension strategies to her 
students. Comprehension is a crucial skill in English, requiring a lot of practice. She 
reported that she trains her students to use contextual clues as a reading 
comprehension strategy.  
I know that my students need to be taught how to read and comprehend a text. But 
you know, sometimes I just run out of time. I find that, besides vocabulary, many 
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students have a problem with reading strategies, especially reading strategies to aid 
comprehension. So I give them questions and then ask them to find the answers in 
the text (Interview, 27/1/2012). 
Yuke also commented: 
I use two different texts when I teach, one for exercise and one for the post-test. 
When they practise, I teach them how to comprehend and answer questions, and 
the second text I use for the post-test. I also allow them to work alone or in pairs. For 
pair work they cannot discuss with other pairs (Interview, 27/1/2012).  
Yuke realised that reading skills are important and one of the focuses in the English 
curriculum. She helped her students to comprehend texts by teaching them reading 
strategies. 
Practising English 
Yuke stated that most of her students are motivated to learn when they are given 
the opportunity to practise their English. Yuke provided plenty of opportunities for 
her students to use English in the classroom. She also invited her students to use 
English outside the classroom. She wanted to give students every opportunity to use 
English,  
…for example by giving them time to practise speaking or using language 
expressions. Encouraging English could also be done by giving students a chance to 
read a text aloud, in turns. In our large classes I usually put them to work in pairs or 
in groups. Organising individual practices takes a very long time. Most of my  
students prefer pair work or group work (Interview, 1 /2/2012). 
The students indicated that they enjoyed having a lot of time to practise their 
English. They liked practising their English, rather than just listening to their teacher 
explain. A student commented: 
I like using English, especially if there is someone that I can talk to. Sometimes my 
friends tease me if I use English. Many of them will say that I show off if I use 
English. I just enjoy practising my English. It is fun (Focus group, 10/2/2012). 
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When I observed her class, Yuke used English a lot, but she also used English to 
communicate with her students outside the classroom. Her students became used 
to speaking English with her. Yuke tried to make English-speaking a habit. She 
believed that when her students used English in their daily lives they would gain 
English skills easier. 
I want my students to use their English to communicate with me and with their 
friends. It will help them develop English skills. I do not oblige them to have perfect 
English. I just want them to use English, to make using English their habit (Interview, 
27/1/2012). 
Her students enjoyed the opportunity to practise their English. They tried hard to use 
English as much as possible, especially outside the classroom. Using English 
outside the classroom was encouraged to familiarise them with using English for 
daily communication. A student reported that: 
I like speaking English. My teacher supports me using English with her and with my 
classmates both inside and outside the classroom (Focus group, 10/2/2012). 
Before asking students to practise using English, Yuke helped the students by giving 
examples and requiring them to practise substituting words or expressions. She 
used activities such as these to challenge her students in their practice of English.  
As already noted, Yuke invited her students to use English in each lesson. She 
discussed the consequences of not using English. She let her students decide if 
there should be a fine for not using English, and kept watch on this regulation in 
order for the class to run well. However, this strategy was only applied for half a 
semester (Interview, 27/1/2012). Using English was a group consensus in her 
classes. A group consensus is in line with Dörnyei’s (2001) strategies and belief that 
any formal commitment should be consistently observed. 
I tell them that in order to use English they have to practise. I tell them that they 
need to use English, or Indonesian sometimes, but that they are not allowed to use 
local language in the classroom. Usually, after practice, I give an exercise and then 
evaluate this. Sometimes I announce who is getting the best mark for that particular 
exercise in order to motivate everyone to reach that standard (Interview, 1 /2/2012). 
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Yuke and her students agreed that they would use English as a medium of 
communication in the classroom. They agreed to pay a small amount of money if 
they did not use English. However, as this agreement was not controlled 
consistently by Yuke some students appeared to ignore it. Several students wanted 
the agreement to be enforced because they found it helped them to speak English. 
One reported: 
We have a regulation that if we use another language in the classroom there will be 
a fine. We have to pay a small amount of money. The fine system worked for a time, 
but now my classmates are too lazy to speak English. Maybe the teacher should run 
this regulation again. The money paid in fines will be for us. At the end of the 
semester we can use the money for an excursion or other activity (Focus group A, 
10/2/2012).  
In summary, communicating in English was one of the strategies that Yuke used to 
help her students gain English skills. She encouraged her students to use English 
inside and outside the classroom. 
Correcting mistakes 
When students have a problem with vocabulary, they often spoke in Indonesian and 
Yuke repeated the words or sentences in English. I noted that students felt 
comfortable with this because Yuke did not show that she was correcting them; the 
action seemed natural (Classroom observation, 3/02/2012). 
It seemed clear that Yuke and her students saw corrections not as embarrassing but 
as a natural part of learning a new language. I found that there were no negative 
responses from the students when Yuke repeated and corrected their sentences. 
The close relationship between the teacher and students may have helped. They 
talked in a relaxed atmosphere whether inside or outside the classroom (Field note, 
3/2/2012). 
Feedback 
In Indonesian schools, the semester result is usually an accumulation of classroom 
participation, a block test, a mid semester test, and the semester test. Classroom 
participation and the block test are conducted by teachers. The mid semester test is 
also usually conducted by the school. The semester test is usually conducted by the 
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school, but in some regions the department of education organises the semester 
test. 
Yuke had a particular strategy which she used to evaluate her students’ learning. 
When she gave a test, she asked her students to sit in pairs. Students could work 
together with their partner only, not with other students. Students were allowed to 
select their own pairs. However, students who could work alone were challenged to 
do so. They sat in a different row when they answered the test. Students had the 
choice of working alone or working with another student. Yuke wanted them to be 
consistent with their choice. She said that she wanted her students to be honest and 
build their self-confidence. 
I do not want my students to cheat in a test. If they think that they need to get help or 
discuss to answer the questions in my test they can choose a friend with whom to do 
so. If a student thinks that he can do the test himself I give him an opportunity to do 
so. I just want to make it fair for them. You know that sometimes the smart students 
do not feel comfortable if they do not share the answer when their friends ask them 
(Interview, 27/1/2012). 
Yuke stated that most of her students would choose their own partner, usually of a 
similar ability. Even in the daily learning activity, she found that students of similar 
ability would work together. 
I find that my students usually find a friend of similar ability. The average students 
work with their similarly able friends and the slow students also work together 
(Interview, 27/1/2012). 
Yuke said that she got feedback from her students about her teaching, but usually 
only from their facial expressions or body language. They did not usually give her 
feedback in person.  
I get feedback from the students’ responses. If they like my teaching strategy they 
will be motivated to learn. If I use a certain strategy and the students seem lazy and 
unmotivated, then the way I have taught must have been un-motivating. I find that 
giving them the opportunity to use or practise English is really motivating. I also 
realise that most of my students do not have the self-confidence to work alone. They 
like to work in pairs or in groups. The students are really happy and motivated to 
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learn if they know that their work will be evaluated and that the mark will be a part of 
their semester academic result (Interview, 27/1/2012). 
Yuke’s way of assessing her students’ learning seemed suitable for her students. 
The students also gave feedback on Yuke’s teaching practices. 
Other factors 
English Curriculum in Indonesia 
Yuke said that the English curriculum in Indonesia does not link well between each 
level of schooling. She thought that the senior high school curriculum should 
continue from the junior high school curriculum. She mentioned that many topics 
and materials were unconnected. However, she wondered why her students did not 
have enough basic English after studying English for three years in junior high 
school. Some students even started learning English when they were at elementary 
school. As she said: 
I think the junior and senior high school English curricula do not link and match. 
Some points are redundant (Interview, 27/1/2012). 
She also found that the curriculum for senior high school did not match well with the 
English curriculum at university. 
It is really strange that in senior high school the curriculum is focused on English 
skills acquisition, while the university-entrance test and the university English refers 
to TOEFL. The university-entrance test and university English focus more on 
grammar than skills. So as a teacher of English the balance is quite hard to maintain 
(Interview, 27/1/2012). 
Yuke felt the need to help her students pass the English final state exam but she 
also wanted to help her students pass the university-entrance test. She said that she 
could not do both at the same time because the two tests had a different focus. 
I think the senior high school curriculum for English should synchronise with the 
university-entrance test. I do not understand why the university-entrance test 
requires a higher level of English (Interview, 27/1/2012). 
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Yuke suggests that the curriculum of English should be revised and evaluated 
again. The department of education should listen to teachers who were the change 
agents in the school. 
The government should consider teachers of English when they write a curriculum. 
They should involve teachers of English to design the English curriculum. How do 
they know how to teach the students if they have never taught students at school? 
Teachers are best equipped to decide on good material for students (Interview, 
27/1/2012). 
Yuke argued that the curriculum is not in line with what students require by way of 
English skills.   
I realise that the curriculum is boring for students. So I have to practise many ways 
of teaching. I try to not be monotonous. Students do not like to keep calm. They 
want to practise, discuss, and walk around the class. I usually make the classroom 
atmosphere lively. The students feel free to practise (Interview, 27/1/2012). 
It seemed that Yuke was not happy with the English curriculum. She suggested that 
teachers should be involved in developing the curriculum or in revising the current 
curriculum.  
Summary 
Table 6.1 below provides a short summary of the key factors that characterise 
Yuke’s teaching. This material is used in the cross case analysis in chapter 8. 
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Table 6.1: Summary of Yuke’s teaching attributes and practices 
Attributes and practices Illustrations 
Attributes  
 Warm classroom manner Smiling, greeting students warmly. Building a close 
relationship with students. 
 
 Using English inside and 
outside the classroom  
Outgoing personality garnering communication with 
students.  
Practices  
 Reviewing lessons Setting up students for a new lesson. 
 
 Grouping students Placing one high achiever in each group. Walking around 
the classroom, offering help. 
 
 Implementing a range of 
activities 
 
Using cycle-stand activity. 
 Reading comprehension 
 
Teaching students contextual clues. 
 Correcting mistakes Correcting students’ mistakes naturally by repeating 
students’ sentences. 
 
 Practising English Encouraging students to use English inside and outside the 
classroom. Consequences for not using English. 
 
 Reinforcing the importance 
of English 
 
Reinforcing the advantages of English skills, using her 
experience as an example. 
 
 Giving feedback 
 
Students allowed to sit tests personally or in pairs. 
 Managing unmotivated 
students 
Setting classroom rules at the beginning of each semester. 
Other factors  
 English curriculum The curriculum does not meet the students’ learning needs 
for English skills. The curriculum is unconnected between 
each level of school. 
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CHAPTER 7  
Case Study 4: Arfan 
Type of school 
The final school in this study is the latest high school which has been opened 
approximately 5 years in the town. It is a government school that has yet to become 
popular. The academic standing of the school is not as high as the other three high 
schools in the town (Field note, 16/2/2012). 
In addition to its academic focus, the school specialises in sport. The school has 
good facilities for sports but still needs more facilities to further its students’ 
academic achievements. The school is classified as a regular standardised school. 
The layout and structure of the school 
The school is located about four kilometres from the town centre. There is no regular 
public transport to the school except in the morning and the afternoon when the 
school starts and ends. Most teachers and students use their own transportation. 
The school is surrounded by rice fields; residential houses are located only in front 
of the school. In the tea break or lunchtime, students usually leave the school area 
to buy food. The school has one canteen but most students prefer to buy their lunch 
outside the school. 
The school building is only one story. The main building is in the front of the school 
grounds and consists of the principal’s office, deputy principal’s office, teachers’ 
staffroom, and administration office. There is a sports field in the middle of the 
school which is surrounded by classrooms. The school area is green with plenty of 
trees and flowers. 
The school’s location is quite hilly and occupies about four acres. Some buildings 
are higher than others. The school consists of basic school buildings such as 
offices, library, canteen, and classrooms. There is no laboratory, art room or sports 
gym. 
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The location is well away from busy traffic. The air is fresh and the atmosphere is 
good for teaching and learning. However, it is quite hard to reach this school since it 
is located in a hilly area and the road is steep. It needs extra care to drive or ride 
vehicles to the school. The school location is not convenient for most students and 
their families. 
English teaching in the school 
Arfan reported that it is challenging to motivate students to use English in the 
classroom. Their interest in English is not high. The students’ ability to communicate 
in English is not good. Arfan spends extra time preparing and delivering lessons so 
that students can reach the standard of English achievement as set by the 
curriculum (Interview, 23/2/2012). 
Arfan reported that students’ English achievement in senior high school was also 
influenced by their English achievement at their previous junior high school. Most 
students who study in this school are from rural backgrounds. Generally students 
have entered this school because they were not accepted into other, more highly 
sought after high schools (Interview, 23/2/2012). 
Some students were talented in English and were able to use English for classroom 
communication. However, there were not many students like this. In each 
classroom, perhaps only three to five students were able to reach the standard level 
of English for high school students as set in the curriculum (Interview, 23/2/2012). 
The more talented students were keen to use and practise their English. They tried 
hard to communicate in English with their teacher in the English classes. Outside of 
school hours, some students enrolled in extra English courses. They realised that 
they needed to be able to speak English, not only for their university study but also 
for their future careers. They reported that their classroom learning did not give them 
enough knowledge and skills in English (Focus group, 14/3/2012). 
Arfan recognised this situation. He looked for strategies to motivate those students 
whom some of his colleagues think lack ability. Arfan liked to develop or use 
strategies that work in his classes. For example, he argued that games and songs 
are fun and motivating. He was keen on finding new and innovative games and he 
shared ideas with his colleagues. It should be noted that teachers of English in this 
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school were actively involved in the English teacher association in this town (Field 
work, 16/2/2012).   
Some teachers of English in this school, charged with enabling students to learn 
English, felt helpless to do so. They felt that students were unmotivated to learn. 
They perceived that their students were average or low achieving students and thus 
their ability to gain English skills was reduced (Field work, 16/2/2012). Unlike his 
colleagues, however, Arfan seems optimistic that he can help his students to learn 
English. 
The teacher  
There are twelve classes of students in this school, four classes of Year 10, four 
classes of Year 11, and four classes of Year 12. There are four teachers of English. 
Each teacher teaches three classes of students. They usually teach English in 
parallel at the same class level. This makes it easier to prepare the lesson (Field 
work, 16/2/2012). 
Arfan had taught English for 20 years although he was new to this school. He taught 
English in another town before shifting to this school. He was an experienced 
teacher. He had a qualification to teach in a high school as his first degree. He 
continued his study to obtain a Masters degree in education. He had undertaken 
three classroom action research projects to obtain solutions for his classroom 
problems. He also prepared student worksheets to suit his students’ learning needs. 
He appeared to be an innovative and creative teacher (Field note, 16/2/2012). 
Arfan was the chairman of the English teacher association in the town. He was 
actively involved in school management; he had been a deputy principal, a student 
advisor, and a school treasurer. He cared about the problems the school 
encounters. He was often approached for help and discussion dealing with 
classroom or other common problems (Field note, 16/2/2012). 
Arfan liked to share his knowledge and experience with other teachers. He 
presented his classroom action research to the teacher association forum. He also 
shares his knowledge when he attends seminars or conferences relating to English 
teaching. He encourages other teachers of English in this town to conduct 
classroom action research (Field note, 16/2/2012). 
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Arfan was open, understanding and has a great sense of humour. His colleagues 
and students appeared to like him. He had a warm personality and many colleagues 
discussed their problems with him. He was a popular teacher of English in the 
school (Field note, 16/2/2012). 
Teacher Attributes 
Classroom behaviours 
Arfan had an interesting classroom manner. He was friendly and easy going and 
liked to answer his students’ questions. He taught enthusiastically and this 
encouraged his students to be motivated to learn. He explained the lesson clearly 
and if his students still did not understand he would explain it again. He welcomed 
questions from his students (Classroom observation, 7/3/2012). 
Arfan argued that a teacher’s classroom manner was an important factor 
determining an effective teaching and learning process. He added that teachers 
should be able to build a strong relationship with their students: 
Besides teaching strategies and teaching materials, the teacher’s classroom 
behaviours and their emotional bond with students determine the success of the 
teaching and learning process (Interview, 23/2/2012). 
The students in a focus group said that they like Arfan’s classroom manners. He 
was friendly and approachable. The students could talk to him inside and outside 
the learning period. As one commented: 
I like the teacher. He is friendly. When I have a problem and I ask him for help, he 
will answer my question promptly. He explains the lesson enthusiastically. This 
motivates us (Focus group, 14/3/2012). 
Arfan showed his dedication to teaching. He discussed the problems faced by 
students in learning English with them (Classroom observation, 7/3/2012). One of 
his students commented: 
He is always happy to explain things even if some students do not really pay 
attention. He just goes on. His enthusiasm motivates us (Focus group, 14/3/2012). 
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Another student said that Arfan was very patient in explaining the lesson. He used a 
range of strategies. He gave many examples. This helped his students understand 
what they were being taught. One student commented: 
I like the teacher’s way of explaining the lesson. He has many different ways of 
explaining the topic and gives many examples. He is so patient answering my 
questions (Focus group, 14/3/2012). 
Most of the students in the focus group interview said that a key factor motivating 
their classroom learning is the teacher. The students believed that interesting 
learning depended on the teacher. The way a teacher explained lessons and how 
the teacher created the learning atmosphere was very important. As one remarked: 
I think the most important thing is the teacher. If the teacher is interesting the 
learning will be interesting too. But if the teacher is boring the learning will be boring 
too (Focus group, 14/3/2012). 
One student mentioned that he likes studying with Arfan, not because of his 
appearance but because of his classroom behaviour. His friendliness and outgoing 
personality impressed his students. Another student said: 
My teacher is not handsome, but we like to study with him because of his warm 
personality. He has a good sense of humour. The learning is so fun and relaxed. We 
feel free to express ideas and opinions (Focus group, 14/3/2012). 
In summary, Arfan was warm and friendly to his students. The learning atmosphere 
was relaxed and students felt free to ask him questions. They enjoyed learning with 
him. He had a good sense of humour. The students could approach and talk to him 
inside and outside the classroom. 
Teacher practices 
Arfan believed that a teacher could motivate students to learn English in the 
classroom by providing interesting activities. He stated that a teacher should know 
what makes his students motivated to learn English in the classroom. He thought 
that a teacher has a role as a motivator in the learning process: 
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We have to know what the most interesting methods are for our students, whether 
they enjoy games, songs, and telling jokes. Jokes are always an interesting way to 
arouse students’ interest in learning (Interview, 23/2/2012).  
Arfan seemed to enjoy his work as an English teacher. He was optimistic that he 
could motivate his students and help them gain English skills. 
Reading Comprehension 
Arfan stated that a problem most students encountered was a lack of vocabulary. 
He helped his students comprehend texts by discussing the main vocabulary found 
within them. He taught his students how to retell the main points of a text.  
I give them as many opportunities as possible to ask questions in the hope that they 
will be motivated to get help when they need it. The problem that students mostly 
face is a lack of vocabulary. Sometimes they are too lazy to learn because they are 
overwhelmed by the number of words that they do not understand. To help them, I 
give them some key words that will appear in a text. After reading, I ask them to 
retell in their own words what they have just read (Interview, 23/2/2012).  
Arfan understood his students’ level of English. In the classroom observation, it was 
evident that he helped his students to understand a text by explaining and 
answering his students’ questions patiently.   
Using audio resources  
Arfan was an innovative and creative teacher. He explored new strategies in his 
teaching. He reported that his students enjoy learning from videos that he 
downloads from the internet. Students first watched a short movie and then he 
asked them questions. From another video, he gave grammar exercises. A picture 
was presented and when students click on the answer, there was a feedback from 
the video. This appears to be a motivating activity for his students. However, Arfan 
commented that it is not easy to find videos that suit the learning topic. 
Students are motivated if I use video or audio in the classroom. Watching videos is 
always interesting for my students. Even weak students seem motivated when I use 
video as the learning media. However, I find it is not easy to find appropriate videos. 
Sometimes I find suitable videos on the internet, but this is rare (Interview, 
23/2/2012). 
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His students reported that they enjoy learning by watching videos. They said it was 
a new learning experience for them, especially in reference to answering questions 
by pressing right buttons. As one said: 
I like learning by using games or activities from videos. Learning this way is a new 
experience for me. It is fun because I know directly whether I have given the right or 
wrong answer (Focus group, 14/3/2012). 
Arfan tried hard to find ways of motivating his students to learn and he found audio 
learning resources that were interesting for his students.  
Games 
Arfan commented that games are interesting for his students. He used games from 
the internet or from the English teacher association workshop in town. He was 
enthusiastic about finding new games. He enjoyed discussing games and other 
classroom activities with other teachers. He adopted games and played them in his 
own classroom.  
We need to make students engage in learning as much as possible, for example, by 
using a “word chain” game, or “find someone who” game (Interview, 23/2/2012). 
One student reported that he was more motivated when the teacher gave the class 
a challenging activity, making him think harder and motivating him to find the 
answer: 
I like games, especially games with challenging activities. I like crossword puzzles or 
quiz games (Focus group, 14/3/2012). 
Arfan appeared to manage his classroom teaching and learning well. His students 
seemed comfortable in the classroom. He used innovative and challenging 
strategies in his teaching. His students enjoyed the classroom teaching and learning 
process and he created a relaxed atmosphere so that the students felt free to ask 
questions or deliver their opinions. 
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Grouping students 
Beside the use of pair work, Arfan said that he also grouped his students for some 
learning tasks. The group work helps weak students to learn from their peers. Arfan 
noted that if he did not monitor each group, the weak students might do nothing and 
let their friends answer the question. He needed to make sure that each group 
stayed on track. 
I put them in group so they can help each other. But sometimes weak students only 
wait for their friends to answer the questions or tasks. I have to go around the 
classroom and check whether they are on the right track (Interview, 23/2/2012). 
Arfan knew his students well, so it was easy for him to place students with a suitable 
peer to work on a project together.  
Feedback 
Arfan believed that evaluating students from their daily learning process was more 
appropriate than just obtaining a mark from a test.  
I tell them that their participation is important and has a connection with their mark. 
The way the teacher evaluates students determines students’ motivation too. I 
emphasise to my students that I evaluate their learning process not the learning 
product. I like to consider their mark from their classroom participation rather than 
the test (Interview, 23/2/2012). 
He stated that not all students are good at exams. Some students did not work well 
when they were under pressure and achieved low marks in exams. 
I prefer to evaluate my students by their daily learning activities rather than from the 
test. Not all students are good at the test; most of them forget the lesson that has 
been discussed just a few weeks before (Interview, 23/2/2012). 
He explained to his students that their classroom participation was considered in 
their semester result. He found that this strategy increased students’ motivation. He 
used a particular strategy when marking students’ classroom participation. He tallied 
each time students participate in a classroom activity. 
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I tell the students since the beginning of the semester that their participation will be 
considered in evaluation. I reward their participation each time by giving a tick that 
will be counted as their mark (Interview, 23/2/2012). 
Arfan got feedback from his students for activities that he conducted in the 
classroom. His students usually commented on activities, indicating whether they 
like doing them. His students felt free to express their opinions. Arfan believed that 
the emotional engagement of his students influenced their motivation.  
I find strategies from books or the internet and I try them out in the classroom. If the 
students respond positively by participating enthusiastically I will use that strategy in 
my other classrooms. Sometimes yes, they say that a particular activity helps them 
learn and keeps them happy in the classroom. I seldom ask them directly; I prefer to 
judge from their responses. I think the teacher’s emotional bond with their students 
really determines learning and motivation (Interview, 23/2/2012). 
Arfan built a strong relationship with his students. They were comfortable discussing 
the learning activities they did in the classroom. He assessed students’ learning 
through the learning process rather than by a test result alone. 
Homework 
He gave homework to his students and checked homework completion at the 
beginning of the next lesson. He considered that the homework was a part of the 
students’ attendance. If a student did not do the homework he wrote “absent” on his 
attendance list book, but students could do the homework later on and show it to 
him at the following meeting. Homework increased students’ discipline and gave 
them a chance to practise English outside the classroom. As Arfan explains:  
I give them homework and in the next meeting I check the homework. I 
consider the homework as part of their attendance. If they do not complete 
homework, I mark this as absent but I give them the opportunity to do it 
again and, if they do so, I will change their attendance record in my 
classroom evaluation book (Interview, 23/2/2012).  
Classroom attendance was important, and students were not allowed to be absent 
without good reason. Some teachers took students’ attendance as part of the 
students’ classroom participation mark (Field note, 16/2/2012). 
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The use of L1 
During the observation, Arfan explained the lesson by using Indonesian more than 
English. He said that using Indonesian helped his students. He stated that it was still 
difficult for his students to understand him if he used English.  
My students still have limited vocabularies. I need to explain the lesson by using 
more Indonesian than English otherwise they will not understand and get bored. You 
know when students are bored as they will do other things like drawing pictures or 
writing on their books. They will even play with their hand phones (Stimulated recall, 
7/3/2012). 
He used English at the start but explained lessons in Indonesian. His students tried 
to use English for simple conversation. The students also used English for daily 
communications, for example, if they want permission to go to the toilet or to 
apologise for lateness (Classroom observation, 7/3/2012).  
Arfan stated that when students did not understand him, they would look at him 
blankly and sometimes engaged in activities unrelated to learning. He assumed that 
the use of L1 in the classroom makes it easier for his students to understand 
lessons:   
 If they do not understand they will not do the task and just look at me with 
confusion. They will do other things like drawing pictures on their books or sending 
messages by throwing paper notes to their friends (Interview, 23/2/2012). 
However, in the focus group one of the students said that she was motivated when 
listening to a teacher—or someone—who could speak English fluently. She needed 
someone to help her practise her English. 
If I hear the teacher or anyone else who can speak English fluently it motivates me 
to learn harder (Focus group, 14/3/2012). 
This suggests that there was a different expectation in the use of L1 between Arfan 
and one of his students. This difference occurred because Arfan was concerned 
about the expectations of most of his students who preferred him to explain the 
lesson by using L1 (Interview, 23/2/2012).  
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Planning the Lesson 
Arfan planed lessons to suit his students’ needs. However, sometimes he changed 
his plans to suit the classroom situation. He said that his students’ ability also 
influenced his way of conducting the classroom. Sometimes he prepared a game, 
but if he then realised that his students might not be able to play the game properly, 
he would not use it or he would change it with another game or activity. 
I read the material from the curriculum and make a lesson plan accordingly, but if the 
situation in a particular classroom means it is not possible to run the plan, I change 
the plan. For example, if, having planned to play a game, I find that the students’ 
ability is not up to the standard required; I will change plans and go ahead with other 
games or activities. The ability of the students also influences my choice of teaching 
strategy (Interview, 23/2/2012). 
 Arfan usually makes a lesson plan for each semester. It is a requirement of the 
school that each teacher writes a lesson plan for each semester. The lesson plan 
should be signed by the school principal (Field note, 16/2/2012). Arfan mentioned 
that planning lessons is important as this helps to ensure that the teacher is on the 
right path. He said that in planning the lesson the important thing to consider is the 
students’ level of English and how to teach a topic with a suitable teaching strategy 
(Interview, 23/2/2012). 
Other factors 
Peers 
Arfan said that his students were also influenced by their peers, especially the one 
who sat next to them. He found that a motivated student could help a neighbouring 
peer to be motivated. In turn, an unmotivated student was a bad influence on his 
neighbouring peer, distracting the latter student from the lesson. 
I find that peers also influence students. If a student sits next to an unmotivated 
student they tend to talk to each other, so I move the unmotivated students to sit 
next to the more motivated ones in order to keep them learning (Interview, 
23/2/2012).  
Arfan would move his students to avoid the problem of a motivated student being 
influenced by an unmotivated peer. He manages this so that students did not feel 
offended. First, he reminded his students to be on track and not to talk to each other 
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when he is explaining lessons. If a student still did not behave properly, he would 
move the student to sit with a different peer.             
I also sit students with friends who are matched in ability. If I find a student talks 
within their pair, I sit them beside another peer. I sometimes position weak students 
to work with clever ones. I want them to learn (Interview, 23/2/2012). 
He did not have a problem moving his students because they knew that being 
moved was a result of bad behaviour:  
Usually they understand that if I move them, it means that there is something wrong. 
For instance, that they have talked out of turn or not listened to me or their peers 
(Interview, 23/2/2012). 
His students usually sat with classmates whom they choose themselves; students 
usually sat with their peers with similar learning habits or ability. Arfan usually asks 
students to carry out tasks in pairs. On most occasions, students directly worked 
with a friend who sat next to them (interview, 23/2/2012). 
Classroom facilities 
Arfan stated that the learning context also influenced students’ motivation. Students 
were motivated when they felt that their classroom was comfortable for learning. He 
said that his school did not yet provide students with good learning conditions. For 
example, his students sometimes needed to find their own chairs or borrow one 
from another classroom if one of the chairs is broken. Sometimes they have to share 
a table. He thought the physical classroom condition influenced his students’ 
motivation. 
Another thing that influences students’ motivation is the classroom learning context. 
The physical classroom environment will influence students’ motivation. If students 
learn in a nice classroom they will be motivated compared to the classroom with an 
uncomfortable environment. In this school the physical classroom condition does not 
really support students because sometimes the chair is not comfortable and even 
sometimes the student has to share the table (Interview, 23/2/2012). 
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To sum up, Arfan mentioned several factors that influence students’ motivation to 
learn English in the classroom such as the teacher/student relationship, teaching 
strategies, teaching materials, classmates, teaching media, and the teacher 
assessment strategy. He argued that the most influential factor is a supportive 
relationship between teacher and students. If they have a good emotional link, other 
benefits would follow.  
Summary 
Table 7.1 below provides a short summary of the key factors that characterise 
Arfan’s teaching. This material is used in the cross case analysis in Chapter 8. 
Table 7.1: Summary of Arfan’s teaching attributes and practices 
Attributes and practices Illustrations 
Attributes  
 Enthusiastic classroom 
manners 
Appearing friendly, easy going and enthusiastic. 
 
 Encouraging Encouraging students to use English and ask 
questions.  
 
 Caring Discussing problems faced by students in learning 
English. 
Practices  
 Engaging activities Adopting materials from the internet such as audio, 
game, and grammar activities. 
 
 Challenging activities Using enjoyable games and grammar quiz from the 
internet. 
 
 Giving feedback Assessing student’s learning through a learning 
process. 
 Giving homework Homework is considered as students’ attendance. 
 Using L1 Using L1 when explaining lessons. 
 Planning the lesson Changing the lessons to suit students’ needs and 
ability. 
 Managing unmotivated 
students 
Moving students to sit with a suitable partner. 
  
Other factors  
 Peers A motivated student can help their peers; unmotivated 
student has a negative influence on their peers. 
 Classroom facility Learning facilities influence students’ motivation. 
 
Classroom should be comfortable for learning. 
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CHAPTER 8  
Cross Case Analysis 
 
The findings of this research provide evidence that the teachers in each of the four 
case studies use motivational teaching strategies in their classrooms but each uses 
them in different ways. In this chapter, the findings will be discussed in relation to 
Dörnyei’s (2001) MTP framework, the literature review including Hall and Kidman’s 
(2004) T-L map, and literature on motivational teaching strategies. The three 
research questions that frame and guide this study throughout its stages are: 
 
1. How do Indonesian teachers of English in high schools report their 
perceptions of motivational teaching strategies?  
2. How do teachers implement motivational teaching strategies in the 
Indonesian EFL classroom context? 
3. How do students report their perceptions of the motivational teaching 
strategies used by their teachers?  
 
To begin, I will answer the first research question, explaining how teachers report 
their perceptions of motivational teaching strategies. I will compare the perceptions 
of the four teachers and I will also discuss factors that influence teachers’ 
perceptions of motivational teaching strategies. 
 
Secondly, I will discuss motivational teaching strategies emerging from this study 
together with the impact of these strategies on students’ motivation and compare 
them to Dörnyei’s MTP framework.  
 
Thirdly, I will discuss the implementation of Dörnyei’s framework embedded within 
teaching and learning contexts. To do this I will use Hall and Kidman’s (2004) T-L 
map. I argue that the two frameworks are complementary. 
Question one: Teachers’ perceptions 
The four teachers each held different perceptions of motivational teaching strategies 
yet there were some common perceptions. Two of the cases had a common 
contextual feature in that the students were more likely to be lower achievers. The 
findings of this study indicate that both Harry and Arfan who taught in regular 
schools were of the opinion that learning should involve enjoyable learning activities 
such as jokes, games, or funny stories. It seems that the students’ characteristics 
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and the school context influenced teacher perceptions, especially of how to motivate 
their students. The school context and the characteristics of the students were not 
unrelated. Regular schools are less desirable in parents’ eyes compared to national 
and international schools. 
 
Harry and Arfan shared another similarity in their teaching context. They taught in 
schools where the use of English was mostly limited to the language classroom. In 
these schools English is not a medium of instruction for mathematics and sciences 
as in an international standardised school. The students did not experience the 
additional motivation of using English outside the language classroom nor 
experience its importance as a medium of instruction in other subjects. This meant 
that students in regular schools had less exposure to English and fewer 
opportunities to use it for real communication beyond learning it as an academic 
subject at school. 
 
Harry tried to mitigate the students’ lack of exposure to English beyond the language 
classroom by making his classes enjoyable for his students. Harry said that an 
expert teacher could motivate students to learn. He believed that English should be 
familiar for the students, rather than strange. This sense of familiarity with English 
was a challenging idea as these students were likely to only encounter English in 
the language classroom. He added that a teacher should be able to create an 
encouraging and engaging learning atmosphere for students, so students feel that 
learning is not a burden, but an enjoyable activity. He said that games, songs, jokes, 
and other fun activities would motivate students to learn in the classroom. His views 
of teaching English as a foreign language impacted on his pedagogical skills when 
he was selecting suitable learning activities in his classroom.  
 
Arfan held a perception that besides implementing enjoyable learning activities, a 
teacher should understand students’ lifestyles which were close to the digital world. 
He found that computer-based activities were interesting for his students. This built 
his perception that learning should involve entertaining but challenging activities for 
students. This perception corresponded to his students’ opinion in the focus group 
interviews. 
 
Yuke also had a unique and important way of encouraging students to use English 
for communication. Even though English was not a medium of instruction for 
learning mathematics and sciences in her school, Yuke believed that inviting her 
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students to use English inside and outside the classroom would help her students 
gain more communication skills in English. She aimed to make English-use a habit 
for her students. This suggested that she valued the social uses of English rather 
than just the academic processes of learning a language. This would help her 
students build their confidence to use English.  
 
In contrast, Moza argued that a motivating language teacher should possess correct 
and clear pronunciation. She believed that teachers’ pronunciation served as a 
model for students to speak English. Clear pronunciation made English familiar and 
comprehensible for the students. She said that in her context students had to 
understand English for learning mathematics and science. Students needed to 
speak and listen in English in these classes as well as read and write.  
 
There were two aspects of language teaching that all four teachers had in common, 
student-teacher relationships and a lack of strategies to create autonomous 
learning. All four teachers held a similar perception that building an encouraging 
relationship with their students enhanced motivation. While they had different 
perceptions of the use of teaching materials and classroom activities, the four 
teachers all valued rapport with the students. 
  
The findings revealed that none of the four teachers felt that they motivated their 
students to be independent learners. They did not teach their students to build their 
own motivation or become self-motivated students. The Indonesian educational 
context may have impacted on the absence of these strategies. This will be 
discussed further in the section entitled National context: Indonesian educational 
context on page 170. 
 
All of the teachers in the study valued rapport with students but did not recognise 
the concept of student learning autonomy. The teaching context appeared to 
influence their different perceptions about teaching and learning English. Arfan and 
Harry believed that teaching should make English familiar and engaging for their 
students. Yuke and Moza believed that students should be able to use English 
outside the language classroom.  
 
However, several factors influence teachers’ perceptions of motivational teaching 
strategies. Teachers’ perceptions of how to motivate students are influenced by their 
cognition, teaching experience, the curriculum, and the educational context (Palmer, 
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Stough, Burdenski, & Gonzales, 2005). The findings of this study suggest that the 
factors influencing teacher perceptions of motivational teaching strategies can be 
categorised as teacher personal factors (cognition, experience, and motivation) and 
the context of the teaching or what could be described as external factors beyond 
the classroom. The following section will discuss teacher personal factors and the 
external factors will be discussed in the section entitled MTP and T-L map on page 
167. 
 
Teacher cognition 
Teacher cognition is what teachers know, believe and think (Borg, 2003; Borg & Al-
Busadi, 2012). Cognition influences the teaching approaches used, including the 
way teachers motivate their students. Borg (2003) emphasises that teacher 
cognition is shaped by the social, psychological, and environmental context of the 
school and the classroom. The section of teacher perceptions above describes how 
the participants’ teaching context may influence their cognitions. The data from the 
four teachers indicate that they have different knowledge and beliefs about 
motivating language learners.  
 
Teacher cognition embraces the complexity of teachers’ mental lives (Borg, 2003). 
This mental construct influences teachers’ classroom practices. It indicates that a 
language teacher’s cognition and his or her classroom practices have a mutually 
dependent relationship. Teachers’ perceptions of motivational teaching strategies 
can influence their practices in motivating their students but it is important to 
consider this within the Indonesian high school context. This will be discussed 
further in the section entitled Teachers’ practices on page 145. 
 
Teachers’ teaching experience 
As noted, one of the factors that influence teacher perceptions of motivational 
teaching strategies is the teachers’ experience of teaching. Borg said that 
experienced language teachers pay more attention to the language (Borg, 2003). 
They deal quickly with classroom management issues and are able to improvise in 
their teaching. All of the teachers in my study had considerable experience teaching 
in their specific situations. All of the teachers based their teaching decisions on 
evidence either from observing student responses, or using a more formal process 
of action research. This led all of them to experiment with the use of strategies 
outside of those provided in the textbook. 
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The teacher in case one, Moza, is an experienced teacher. She has taught in her 
school, an international standardised school, for more than 30 years. She felt 
confident that she could motivate her students to learn. Harry has been a teacher for 
more than ten years. He showed that he was an experienced teacher by 
understanding his students and the school situation. Because the school was a 
regular school where the student population is likely to be middle to low achieving, 
early in each semester he had to assure his students that they could learn English 
successfully. He enhanced his students’ motivation by telling them that English was 
not so difficult if they worked hard and practised the language. By doing this, Harry 
tried to build his students’ initial self-confidence. Confidence is important, especially 
in learning a new language where making mistakes is very easy (Gardner, 2001). 
His experience in teaching English guided Harry to build his students’ self-
confidence; from the beginning he assured his students that they are learning in a 
safe environment which considers mistakes as a part of learning a foreign language. 
 
Yuke has been a teacher for 23 years in a national standardised school. Her 
experience in teaching English led her to the view that motivating students to learn 
should involve body language activities and that giving students a lot of time to 
practise in the classroom was important. Her students reported that they liked her 
various teaching strategies such as “cycle stand”, dramas, or role plays. These 
activities seemed to help students build their self-confidence, in turn building their 
self-efficacy, the belief in their ability to perform tasks, and enhancing their learning 
motivation (Cummins & Davison, 2007; Raoofi, Tan, & Chan, 2012). Yuke had learnt 
how to motivate the kind of students she taught from her professional experience. 
This finding suggested that she was able to reflect on and improve her practice as a 
teacher. 
 
Arfan has been a teacher for 20 years in a regular school, the kind of school least 
preferred by parents. His experience had led him to the conclusion that using the 
same old strategies did not motivate his students. He found that new strategies 
sourced from the internet were interesting for his students. He noted that his 
students generally enjoyed activities such as games and songs; most of his students 
did not like activities which made them think deeply. Arfan got this impression not 
only from his teaching experience but also from the students’ enthusiastic responses 
whenever he used learning materials from the internet.  
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Both Yuke and Arfan used a form of classroom action research to solve their 
classroom problems. They said that classroom action research not only increased 
their knowledge of being “teachers as researchers” but also helped them provide 
better classroom teaching and learning. It seems that Yuke and Arfan not only 
based their teaching strategies on their students’ feedback, but also on research 
findings that identified motivational teaching practices relevant to a second/foreign 
language learning. 
 
Moza said that her perceptions of effective teaching were formed by her teaching 
practices as a language teacher. She said that each time she taught, she noted 
which strategies enhanced her students’ motivation and helped the students 
understand better. When a strategy worked well in her teaching she used it again for 
other groups of students, but if a strategy did not help her students understand a 
learning topic she did not use it anymore. This indicates that Moza was a reflective 
teacher. Like the other three teachers, Moza also noted the students’ responses 
through their body language or classroom behaviours toward her teaching. 
However, Moza taught differently because her school context was different to those 
of the other three teachers. The students experienced tough competition to enter 
this school. The school accepts students who gain a high level of achievement in 
their Year 9 national standardised test. The students used English in mathematics 
and science. Students who entered this school were high achievers. Teaching high 
achievers who are likely to be motivated would be different from teaching middle to 
low achievers. Motivated students usually have a positive attitude towards learning 
so they are more likely to be fully engaged in their learning process.  
 
Arfan said that his perception was mostly influenced by what his students’ said or 
showed through their behaviours towards his teaching. He usually asked his 
students about their favourite classroom activities. He said that he could also pick up 
on his students’ body language in the classroom. This was similar to the other 
teachers who obtained feedback from their students, revealing that the teachers 
learnt from the students’ responses toward their teaching strategies.  
 
As noted, the teaching context also influences how teachers motivate their students. 
Teaching high achievers, such as in an international standardised school, may not 
be as challenging as teaching middle to low achievers in a regular school. This is 
because high achievers generally take more responsibility for their learning (Lamb, 
2004b). This reflects perhaps a greater motivation to learn. Harry and Arfan, besides 
144 
 
motivating their students, were also challenged by their students’ perception that 
English is daunting. They noted that it was challenging to teach their students 
reading comprehension since their students had limited vocabulary, and reading 
needs high levels of thinking skills (McNamara, Levinstein, & Boonthum, 2004).   
  
The findings reveal that teachers’ perceptions of motivational teaching strategies are 
influenced by their teaching practices and experience. While the length of a 
teachers’ teaching experience did not guarantee that a teacher was motivated to 
seek and implement motivational teaching strategies, I had purposively selected 
participants who were recognised by their schools as effective in their practices. The 
findings of my study indicate that the teachers’ teaching experience and context may 
have an important role in shaping teachers’ perceptions and their implementation of 
motivational strategies. This will be discussed further in the section entitled MTP and 
T-L map (page 167). 
 
Teacher motivation 
Teacher motivation is a very important factor in effective teaching and learning 
(Dörnyei & Ushioda, 2011). Each of the teachers in my study was highly motivated. 
They were selected by their principals as examples of teachers who were motivated 
and effective in their teaching. In a foreign language context, the teacher is the 
model and simultaneously the motivator of language learning (Jesus & Lens, 2005). 
If teachers are not motivated, they will not learn and use motivational teaching 
strategies in their classrooms (Dörnyei, 2001). All four teachers showed that they 
were motivated and they demonstrated their motivation in different ways. All were 
enthusiastic in their approach to teaching and learning. They were motivated to find 
strategies to stimulate their students learning. They attended seminars, workshops, 
and conducted classroom action research. They also reported that teachers should 
be role models for motivating students’ learning.  
 
These findings on teacher motivation concur with previous studies. Lee (2008) 
argues that teacher motivation has a positive influence on students’ motivation and 
this is supported by Matsumoto’s (2009) study of learners’ perception of teachers’ 
motivation. Both studies conclude that a teacher’s teaching commitment has a 
positive effect on learners’ motivation. Hardre, Huang et al. (2006), in a study of high 
school teachers’ motivational perceptions and strategies in Taiwan, claim that 
teacher motivation and perceptions strongly correlate with student motivation in 
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terms of learning goal orientation, student ability, instrumentality of instruction, and 
high teaching self-efficacy.  
 
The data from the four teachers also found the importance of teachers acting as role 
models and the motivators for their students. However, the findings also indicate 
that teachers who taught in regular schools, which were not highly desirable, 
seemed to work very hard to motivate their students to achieve learning goals. 
Question two: Teachers’ practices 
The findings indicate a relationship between teacher perceptions and motivational 
teaching practices. What the four teachers reported in the semi-structured interview 
as motivating was mostly captured in the classroom observations. This section will 
explore how the teachers implemented the motivational teaching strategies that 
emerged from the data and in the second part the findings will be compared to 
Dörnyei’s framework. Teachers’ practices from this study’s findings will be grouped 
into two main points: teacher pedagogical practices and teacher classroom 
behaviours. The discussion will conclude with suggestions of how these two factors 
support each other. 
 
Teachers’ pedagogical practices 
The findings indicate that teachers’ pedagogical practices can be categorised into 
three main activities: the selection of learning resources and activities, classroom 
management, and feedback. 
Learning resources and activities 
The four teachers believe that the students are motivated if they have a lot of time to 
practise. To accommodate this, the teachers used different approaches in their 
teaching. Moza told stories; Harry used poems, songs, games, telling jokes, or 
simply engaging students in discussing interesting topics related to teenagers; Yuke 
used strategies such as drama and role play to give her students practice; and Arfan 
used learning materials from the internet. 
 
Among the four teachers, Arfan was the only one who browsed the internet to find 
appropriate learning resources for his students. Arfan understood that his students 
enjoyed the interactive resources from the internet. The way Arfan selected his 
internet materials seemed to be influenced by his personal practical knowledge and 
teaching experience (Borg, 2003). Even though the other three teachers did not use 
the internet as a source of materials, they did use learning materials that were close 
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to teenagers’ lives and linked to the students’ backgrounds. These materials helped 
to increase language learning motivation. The findings indicate that students were 
not motivated by constant use of a textbook. Teachers needed to be creative to 
modify the activities if textbook exercises were used. This implies that students were 
motivated when the learning activities were challenging, varied, contextualised, and 
new to them. 
Classroom management 
Classroom management is not necessarily a motivational teaching strategy, but it 
supports teachers in the implementation of motivational teaching strategies. Dörnyei 
(2001) argues that motivational teaching strategies collapse if a teacher does not 
have skills in classroom management.  
 
Classroom management is important for teachers because they need to handle 
complex situations in the classroom. For example, teachers have to teach, control 
the lesson flow, manage student behaviour, give encouragement, and assess 
students’ learning. It is difficult for many teachers to manage the classroom 
(Dörnyei, 2001).  
 
A teacher’s classroom management skills are crucial to make sure that learning 
takes place in a conducive environment, so students need to behave in a positive 
manner in the classroom (Maguire, Ball, & Braun, 2010). The current study also 
highlights the important role of teachers in managing their classrooms. The four 
participants showed that they were effective in managing their classes. 
 
The wider environment, such as the type of students in the school, could affect the 
motivation of the students and the conditions in the classroom (Sugita & Takeuci, 
2010). Since Arfan’s school was the least popular with families, he had more 
potential challenges in managing the classroom. However the findings indicate that 
Arfan showed his ability to manage his classes because he was able to motivate 
and engage his students. This supports the view that classroom management and 
student motivation are contextually linked. 
 
The four teachers practised similar strategies to handle their unmotivated students. 
They approached them personally and set up the classroom rules at the beginning 
of the semester. However, among the four teachers, Arfan had to work harder to 
manage his class as he was likely to have more unmotivated students. Arfan 
needed to find unique strategies to manage his classroom. Placing students in 
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suitable pairs was one method he used as it allowed the students to interact. He 
was strategic in the way he selected pairs. 
Type of feedback 
The four teachers used a similar strategy for correcting speaking mistakes. They did 
not give direct correction but picked up some important mistakes and discussed 
these with their students at the end of speaking practice. They complimented their 
students on their performance rather than criticised them. In this way, they were 
able to create a balance between fluency and accuracy in language use and 
assisted students to see mistakes as part of the learning process. This helped their 
students to speak with confidence, because making a mistake was not threatening. 
This is important especially for regular school students who appeared to be more 
afraid of using English. Harry and Arfan reported that making students confident 
when using English was not easy.  
 
The common practice in Indonesia is to simply give a mark or grade on students’ 
performance instead of written feedback. Giving feedback means giving information 
as a consequence of a performance (Hattie & Timperley, 2007). None of the four 
teachers indicated that they gave descriptive written feedback to their students. The 
data indicated that giving feedback on students’ work orally or in writing is not a 
common practice in the classes under observation. However, students need 
formative feedback to give them directions to acquire more knowledge and perform 
better for their learning (Hattie & Timperley, 2007). It is possible that the teachers 
expected that their students understood the meaning of a mark; a high mark means 
high achievement and a low mark means unsatisfactory achievement. However, 
students would benefit if the teachers gave them more information about how to 
achieve a higher grade. The students expected teachers to help them more but it 
seems that the teachers did not address this expectation. Two possible issues may 
underlie the lack of feedback. One is the custom of giving little formal formative 
feedback and the other, as indicated in the data from Harry and Arfan, the large 
number of students in each class.  
 
The teachers conducted tests in different ways. Yuke also used her assessment 
activities to teach moral values such as honesty. Yuke gave her students a choice 
when doing the tests at the end of each section of learning. Students could do the 
tests with friends or alone; she explained the rules and the students decided. She 
wanted to teach her students to be honest, an important moral value in life. She 
wanted her students to understand that learning is gaining knowledge, not gaining 
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marks. This indicated that Yuke valued honesty more than the students’ grades. She 
was not only teaching English skills but also living skills that would be valuable for 
the students’ social lives.  
 
The teachers reported that students’ classroom participation was considered a credit 
and added this to their test result. Another credit that students could obtain was from 
their classroom attendance. Although students did not get written feedback, they got 
a total grade from their teachers based on their learning performance during a 
learning process and an achievement test score. Hence, the final mark that students 
got on their academic report was a calculation of credits for tasks, tests, homework, 
classroom participation and attendance. All of the teachers assessed students 
during the learning process, not just on test results alone. This suggests that they 
were rewarding their students’ engagement in the learning process as well as the 
students’ achievement. This method provides an incentive for the students to be 
motivated in the classroom. However, this form of motivation may not be sustained 
without the external incentive of having a grade allocated to it. 
 
It appears that choosing an appropriate assessment strategy influences students’ 
motivation (Dörnyei, 2001). Dörnyei suggested that the assessment should be clear, 
giving comments or suggestions for improvement, involving students in an ongoing 
process, providing students with self-assessment skills, and making use of peer 
assessment. This kind of assessment did not emerge from the data so the students 
were not encouraged to develop skills of self-evaluation. This may have impacted on 
their ability to be autonomous learners. 
 
Hattie and Timperley (2007) describe four levels of feedback: informing students 
whether their work is right or wrong; helping students to complete a task; helping 
students to be self-regulated learners; and giving feedback about the student’s “self” 
as a person. The four teachers appeared to use the first level of feedback, giving 
information whether students have done a task correctly or not. This level of 
feedback does not yet guide students to the self-regulation level, self-evaluation or 
confidence to engage in further assignments (Hattie & Timperley, 2007). One of the 
reasons why teachers used this kind of feedback is because the curriculum 
demands evidence of learning achievement. Actually, according to the curriculum, 
teachers were expected to practise formative assessment by giving effective 
feedback to enhance students’ learning (BNSP, 2007). However, on students’ 
academic reports, teachers were only expected to record students’ learning in marks 
149 
 
or scores. It should be noted that teachers were likely to have had only limited 
experience with formative feedback as it is a relatively new concept in Indonesia and 
they may not have been provided with training in this form of feedback.  
 
The Indonesian educational system and the curriculum demands influenced the 
teachers in the way they assessed students’ learning. It seems that the teachers 
might not have realised that encouraging written feedback is important for giving 
students direction about how to achieve better learning. Since the teachers in the 
study were purposively selected for their excellent motivational teaching strategies, 
this is possibly because of the teachers’ lack of knowledge about formative 
assessment. Azis’s study (2014) found that Indonesian teachers of English think that 
assessing students’ achievement by giving a mark is the most effective strategy to 
stimulate learning. 
 
In summary, the three components of teachers’ classroom practices: selection of 
learning resources and activities, classroom management, and feedback, appeared 
to have been influenced by the school context, the Indonesian educational context, 
and the Indonesian curriculum for English. The selection of learning resources and 
classroom management were influenced by the school and the local educational 
context. These findings will be discussed further in the section entitled MTP and T-L 
map. 
 
Teachers’ classroom behaviours 
The teacher classroom behaviours were related to the first stage of Dörnyei’s 
framework: creating basic motivational conditions. The four teachers in this study 
demonstrated that they employed these motivational strategies. They built an 
encouraging relationship with their students. They created a relaxed and warm 
classroom atmosphere to make their students feel safe and secure in expressing 
their ideas in the classroom. Foreign language learning may be inhibited if students 
do not feel psychologically secure during the language learning process: they will 
not take risks when practising the target language (Dörnyei, 2001; Oxford & Shearin, 
1994). In other words, a teacher’s classroom behaviour can motivate or demotivate 
students (Kikuchi, 2009). All of the teachers in the current study argued that the 
relationship with their students played an important role in achieving a successful 
teaching process.  
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The four teachers built positive relationships with their students in different ways. 
Moza promoted a positive relationship with her students by frequently showing 
encouraging and open facial expressions such as smiling when she taught in her 
class. Harry used his role as a teacher to motivate students by appealing to their 
spiritual and moral values. He was friendly and outgoing with his students not only in 
the classroom, but also outside the classroom. He called his students by their nick-
names and this seemed to be effective in building positive relationships with 
students. Similarly, the teacher in case three, Yuke, maintained a close relationship 
between herself and her students. She had a friendly manner with her students. She 
came into the classroom full of enthusiasm, smiling, and greeting her students 
warmly. In case four, the teacher was passionate about teaching. Arfan was patient 
and positive, with a friendly and easy going manner. He encouraged his students to 
ask questions and he was happy to answer each question enthusiastically.  
 
These findings are different from other research findings on teacher-student 
relationships in an Indonesian high school context such as Lamb’s (2007), 
Bradford’s (2007), and Marcellino’s (2008) studies. Those studies found that the 
teacher-student relationship was authoritative. There was a gap between teacher 
and students created by the level of authority assumed by the teacher in the 
classroom. In the Indonesian educational context, teachers are seen as authoritative 
persons in the classroom. The teachers of English are sometimes seen as irritable 
and impatient (Bradford, 2007; Lamb & Coleman, 2008). If there is a large gap 
between teachers and students, the participants in my study showed that rapport 
helps bridge this gap. These teachers understood how students perceived the 
traditional role of teachers and they approached their students with a variety of 
strategies both inside and outside the classroom to reduce the gap between 
themselves and their students.  
 
All four teachers said that if teachers pressure students when they are learning, 
there is a risk that the learning process will not run smoothly. These findings concur 
with the literature from a variety of countries such as Japan, Korea, Brazil, Australia, 
and USA which indicate that teacher behaviours, particularly teacher-student 
interaction, is closely related to students’ motivation when learning a foreign 
language (Ghenghesh, 2010; Marie-José Guilloteaux, 2013; Matsumoto, 2011; 
Ruesch et al., 2011; Xavier, 2005). The current study’s findings support the 
importance of rapport in teaching English in a provincial Indonesian context. 
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The research indicates that regardless of the particular school context, for example, 
international schools or regular schools, and the Indonesian educational system, 
rapport seems to be fundamental to motivating students. The students mentioned 
that the most important influence on their motivation was the teacher’s classroom 
behaviour, including, for instance, a warm friendly manner and the way students are 
challenged to learn in their lessons. The findings also show that there is a strong link 
between classroom behaviours, the teacher’s classroom practices, and the 
classroom atmosphere. The following figure describes how rapport and teacher 
practices might be interrelated.  
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 8.1: Classroom atmosphere: Main themes from the findings 
 
Rapport helps the teachers to implement their decisions in the classroom. The 
positive relationship that the teachers in this study built with their students helped 
them select suitable learning materials, display good classroom management, and 
give positive feedback. Rapport is a basic condition for motivating students in the 
classroom, regardless of the school context, whether an international standardised, 
national standardised, or regular school. This is consistent with other studies such 
as Ruesch (2009), Xavier (2005) and Halawah (2011), which underline the 
importance of rapport. In addition, the success of different teaching practices also 
depends on rapport. Rapport helps teachers understand their students’ favourite 
learning activities, their goals for learning English, and their level of English 
proficiency. This helps teachers select suitable learning resources for their students. 
In managing the students who were misbehaving, the teachers in this study kept 
their relationships with the students intact. Arfan, the teacher from the regular 
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school, found no problem placing his students with a suitable partner because he 
knew the students well.  
Question three: Students’ perceptions of motivational teaching 
strategies  
The students all held a similar perception of teacher classroom behaviours and the 
importance of rapport. They said that their motivation was influenced by the 
teachers themselves. If they liked the teacher, English became their favourite 
subject but when the teacher was boring, English was not an interesting subject for 
them. The teachers’ classroom behaviours influenced students’ motivation. 
Furthermore, and unique to this study, all the teachers maintained a close 
relationship with students, decreasing the traditional authority between them and 
their students. The encouraging relationship helped students to feel relaxed in the 
classroom. The students added that their teachers were motivating teachers who 
were approachable, friendly, and enthusiastic. This perception was stronger for the 
students from regular schools compared to the international and national 
standardised schools. Lamb (2008) also found this in Indonesian high schools and 
Maulana et al. (2011) in a Korean high school also confirmed that the teacher’s 
classroom behaviour was regarded as the foundation of motivational teaching 
practices (Marie-Jose Guilloteaux, 2013).  
 
In addition, the students said that learning materials and classroom activities also 
influenced their motivation. The teachers’ motivational strategies, such as relating 
learning materials and content to the students’ or teenagers’ lives, received positive 
feedback from students. They enjoyed the topics with examples related to love, 
gadgets, information technology, and social networking. Having plenty of time to 
practise in the classroom was appreciated by students, especially the students in 
the regular schools (Harry’s and Arfan’s students). This was different from their 
counterparts in the international and national standardised schools who used 
English more often. These students did not value opportunities to practise as much.  
 
This dependence on the teacher to motivate them was similar to Lamb’s (2008) 
findings in an Indonesian high school context. However, not all strategies used by 
teachers were effective, especially the amount of L1 used in the classroom, the use 
of humour, and group work activities. This has been discussed earlier. 
 
153 
 
Besides rapport and teacher motivational strategies, several students stated that 
they were motivated to learn English because of the advantages they saw in 
learning it. They learnt English not only to gain a good mark for their high school 
academic report and their university needs, but also because of the advantages of 
learning English as an international language.  
 
In conclusion, the students indicated that their motivation is influenced by three 
factors: teacher classroom behaviours, teacher motivational strategies, and the 
instrumental value of learning English. Among these factors, there were no 
differences in the perceptions of the importance of rapport and the usefulness of 
English. Generally, teachers’ motivational strategies influenced students’ motivation 
positively. 
Teacher motivational strategies and Dörnyei’s framework 
The following section analyses the data from the four teachers’ and their students’ 
perception of motivational teaching strategies in relation to the four phases of 
Dörnyei’s framework of creating, generating, maintaining and evaluating motivation. 
 
Creating the basic motivational conditions 
 
Table 8.1: Motivational Teaching Practice 
MOTIVATIONAL TEACHING PRACTICE 
Creating basic motivational conditions establishing a good teacher-student rapport, creating a 
pleasant and supportive classroom atmosphere, and generating a cohesive learner group with 
appropriate group norms. 
Generating initial motivation enhancing the learners’ language-related values and attitudes, 
increasing the learners’ goal-orientedness, making the teaching materials relevant for the learners, 
and creating realistic learners’ beliefs. 
Maintaining and protecting motivation making learning stimulating, presenting tasks in a 
motivating way, setting specific learners’ goals, protecting the learners’ self-esteem and increasing 
their self-confidence, allowing learners to maintain a positive social image, promoting cooperation 
among the learners, creating learner autonomy and promoting self-motivating learner strategies. 
Encouraging positive retrospective self-evaluation promoting motivational attributions, providing 
motivational feedback, increasing learner satisfaction, and offering rewards and grades in a 
motivating manner.  
 
Based on Dörnyei’s (2001) framework, when creating students’ motivation, at least 
three components are usually present: appropriate teacher behaviours and a good 
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relationship with students; a pleasant and supportive classroom atmosphere; and a 
cohesive learner group with appropriate group norms. These three components are 
interrelated (Dörnyei, 2001). 
 
In relation to the first component, Dörnyei draws attention to four important points: 
teacher enthusiasm; commitment to, and expectations for the students’ learning; the 
teacher relationship with students; and the teacher relationship with students’ 
parents (Dörnyei, 2001). All four teachers showed that they were dedicated to 
teaching. They were enthusiastic teachers who came to the classroom with a 
positive manner, for instance, smiling. They looked relaxed rather than explicitly 
showing their authority with a stern demeanour. This helped the students feel 
comfortable, an important component of the atmosphere in the teaching-learning 
process, especially teaching-learning English as a foreign language. 
 
Maintaining a good relationship with their students’ parents can help a teacher build 
a good relationship with students. For most students, parents have a big influence 
on their learning and play an important part in their learning motivation (Dörnyei, 
2001). None of the four teachers mentioned this as part of building students’ 
classroom motivation. In the Indonesian education context, schools appoint a class 
teacher/form teacher for each group of students who builds a relationship with 
students’ parents. The purpose of this relationship is to increase students’ 
achievement in general. Subject teachers do not have direct responsibility for 
building this relationship. 
 
The second component in creating students’ motivation is the provision of a 
pleasant and supportive classroom atmosphere. Moza, the teacher in case 1, stated 
that her students’ motivation was also influenced by when the teaching occurred. 
When they studied in the morning they were more motivated than in the afternoon. 
Her students agreed that they preferred the morning to the afternoon period. For this 
reason, Moza approached the afternoon session differently to keep students on 
task. Instead of introducing new ideas, she used revision more in the afternoon. 
Harry gave his students a ten-minute break before starting the afternoon period. 
Yuke and Arfan did not mention that they modified their teaching for the afternoon 
period. 
 
Dörnyei mentioned that humour is a tool that creates a pleasant classroom 
atmosphere (Dörnyei, 2001). As noted, all four teachers created an encouraging and 
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relaxed atmosphere by positioning themselves as friendly, and they also displayed 
their sense of humour (Classroom observation, 17/2/2012). They told jokes, funny 
stories, life experiences, and gave religious advice as an icebreaker before starting 
a lesson. They acted as good models for their students to inspire them to learn 
English. Lamb (2012) also found that classroom learning experiences had an 
important role in increasing Indonesian students’ motivation to learn English. 
Humour seemed to be an effective way to create a comfortable classroom 
environment.   
 
Dörnyei argues that a classroom is both a psychological and physical environment. 
The classroom decoration influences students’ motivation. Decoration of a 
classroom involves putting up posters, providing bulletin board displays, displaying 
flowers, or showing students’ work (Dörnyei, 2001). However, the classroom 
physical environment in schools in Indonesia cannot be decorated for a particular 
subject because the classroom is a place where a group of students study all or 
most of their school subjects. Subject teachers do not decorate bulletin boards or 
display the work in their subject area. Consequently, the four teachers did not refer 
to the use of classroom decoration or displays of students’ works as a way of 
influencing their students’ learning motivation.  
 
Moza and Arfan talked about classroom facilities and teaching media. Moza and 
Arfan considered that classroom facilities influenced their teaching. They mentioned 
that they needed a language laboratory, or at least a tape recorder, to teach 
listening skills. Moza did not have access to such a facility at her school. She used 
her own tape recorder or read scripts herself for listening exercises. Harry and Yuke 
said that they borrowed a tape recorder from their schools. Arfan said that he used 
his laptop in case he needed to conduct activities such as listening to a script or 
other internet-based activities. None of the teachers appeared to see classroom 
facilities as a barrier for implementing their motivational teaching strategies.  
 
The third aspect of creating students’ motivation is the establishment of a cohesive 
learner group. Students feel safe to say and try a new language because they are 
sure that they will not be blamed or teased when they make mistakes (Dörnyei, 
2001). To help build a good relationship amongst their students, all four teachers 
implemented group-work or pair-work activities in their teaching. Their students 
enjoyed this kind of activity. Harry and Yuke generally organised students into mixed 
ability groups. Arfan, however, did not indicate that he practised mixed ability 
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grouping. From the classroom observation, I found that Arfan created a group based 
on where the students were seated. In a pair work task, the students did a task with 
a friend who sat next to him/her. To form the four-person team, two students who 
sat in the front row turned their chairs around to face their friends who sat in the row 
behind (Classroom observation, 7/3/2012). However, the seating plan was not 
random. Arfan knew that in each group there was a motivated student who could 
help to run a discussion. Moza used a similar method to group her students but 
Yuke and Harry grouped their students based on their English ability to make sure 
that there was one high achiever to help their friends in each group. 
 
Dörnyei mentioned that students’ lack of motivation may be caused by the feeling of 
fear or being isolated by their peers. A safe learning environment is an essential part 
of language learning. This is the basis of classroom management. The teacher and 
the students should therefore negotiate rules of conduct (Dörnyei, 2001). Dörnyei 
mentioned that the rules should be easy to follow and explicitly discussed so that 
members of each group can adopt them. Moza, Harry, and Yuke stated that they set 
up their classroom learning rules with their students; for example, students should 
not laugh at their friends’ mistakes, and what they say in a classroom discussion is 
confidential. Arfan did not mention that he established a set of classroom rules. 
Arfan responded to his students who were misbehaving when it occurred, such as 
reminding students to focus on the task if they talked on an unrelated topic to each 
other (Classroom observation, 7/3/2012). 
 
Dörnyei indicated briefly how a teacher must discipline learners who break the rules. 
He mentioned that this is less to do with students’ motivation and more a classroom 
management issue. However, discipline becomes a serious issue if it can damage 
classroom motivation (Dörnyei, 2001). As mentioned earlier, Moza and Harry dealt 
with their students who were unmotivated or misbehaved by talking to them 
personally. They mentioned that it was not necessary to discipline their students at a 
special time or place such as in the teacher’s room. They stated that usually their 
unmotivated students would change their behavior after they were spoken to in 
person. If these students remained unmotivated or continued to misbehave, they 
would mostly ignore these students during class and talk to them later. Yuke and 
Arfan said that they directly reminded their students who were misbehaving to pay 
attention to the learning. They said they did not encounter any problems in 
reminding students while the teaching-learning process was in progress.  
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In conclusion, my research findings are largely congruent with the first phase of 
Dörnyei’s framework. However, two strategies from the framework did not emerge 
from the data: building a relationship with students’ parents and putting learning 
goals or students’ work on the wall. The implementation of the first of these was 
related to the school common practice which appointed a form teacher to build a 
relationship with students’ parents. The second was limited by the organisation of 
teachers rotating through each classroom.  
 
Generating initial motivation 
 
Table 8.1: (repeated) Motivational Teaching Practice 
MOTIVATIONAL TEACHING PRACTICE 
Creating basic motivational conditions establishing a good teacher-student rapport, creating a 
pleasant and supportive classroom atmosphere, and generating a cohesive learner group with 
appropriate group norms. 
Generating initial motivation enhancing the learners’ language-related values and attitudes, 
increasing the learners’ goal-orientedness, making the teaching materials relevant for the learners, 
and creating realistic learners’ beliefs. 
Maintaining and protecting motivation making learning stimulating, presenting tasks in a 
motivating way, setting specific learners’ goals, protecting the learners’ self-esteem and 
increasing their self-confidence, allowing learners to maintain a positive social image, promoting 
cooperation among the learners, creating learner autonomy and promoting self-motivating learner 
strategies. 
Encouraging positive retrospective self-evaluation promoting motivational attributions, providing 
motivational feedback, increasing learner satisfaction, and offering rewards and grades in a 
motivating manner.  
 
Dörnyei identifies five categories in this phase: enhancing learners’ language value 
and attitude; increasing the learners’ expectancy of success; increasing the learners’ 
goal orientation; making the teaching material relevant to learners; and creating 
realistic learners’ beliefs (Dörnyei, 2001).  
 
In enhancing learner language values, Dörnyei mentioned that learners’ intrinsic 
motivation (the excitement or enjoyment of doing an activity) can be aroused by 
presenting interesting materials (Dörnyei, 2001). All four teachers also made the 
point that promotion of interesting learning materials made their students more 
motivated to learn: Moza said she told stories, used her own experience, or modified 
materials from books to bring the lesson closer to students’ lives; Harry adopted his 
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teaching materials from the English Teaching Forum magazine; Yuke used the 
cycle-stand activity; and Arfan used the internet to find new teaching activities with 
his students. 
 
Dörnyei mentioned that teachers need to vary activities and provide students with 
enjoyable tasks. The four teachers supported this strategy; they said that their 
students enjoyed a range of activities and enjoyed examples that related to their 
teenager lives. Their students reported a similar view. They identified that they liked 
examples that were related to their own, teenaged lives. Such material was easy to 
understand and would remain longer in their memory. They enjoyed a range of 
learning activities during lessons. 
 
Another way to generate students’ motivation is by emphasising the instrumental 
value of language, such as getting a good job, earning extra money, pursuing further 
study, improving one’s social position, and pursuing a hobby like using a computer 
(Dörnyei, 2001). Moza mentioned the benefits of learning English to her students. 
She encouraged her students to learn by telling them that English is important for 
their university entrance test, their university study, and their future careers. Harry 
related his own learning experience. He also told his students the advantages of 
being competent in English; he could work at any field easily. Yuke and Arfan 
emphasised that in a global era the ability to use English is essential to win the 
competition to get good jobs. 
 
As noted above, the learners’ expectation of success and the values they hold about 
language learning are two influential factors in their level of motivation. There are 
several things that the teacher can do to support students, such as offering 
assistance, letting students help each other, explaining the success criteria, and 
considering and removing potential obstacles to learning (Dörnyei, 2001). Moza did 
some of these in her classroom. She walked around the class and asked if the 
students knew how to proceed. She offered help by giving students the opportunity 
to ask questions if they did not understand the task. Yuke did a similar thing; she 
also gave more examples when students needed help. Harry and Arfan helped their 
students to build their confidence to talk in English. They also helped their students 
to translate some Indonesian words into English words and vice versa when 
students spoke. All of these strategies raised students’ confidence and created a 
more positive attitude to language learning. 
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To increase learner goal orientation, a teacher may consider posting the learning 
goals on the classroom wall (Dörnyei, 2001). The four teachers said that they let 
their students know the learning goal for each of the class meetings (Interview, 
18/1/2012). They usually told students the learning goals in the pre-teaching activity. 
Sometimes they did not identify the goals explicitly but the learning activities would 
reflect the direction of the learning. While the teachers did not present the goals 
visually, they mostly made the goals explicit to students either within the pre-
teaching period at the start of class or within each activity. 
 
To make teaching materials relevant to learners, the teachers said that they chose 
materials and examples that were relevant to a teenager’s life, suitable for their 
English level, and they used simple sentences to explain lessons. These strategies 
impacted on students’ understanding of lessons. Their students said that they found 
that the use of simple language enabled them to understand the lessons.  
 
Both Moza and Yuke were prepared to modify the text genre and language skills 
mandated by the curriculum. Moza said that she had to modify her teaching 
materials when the texts from the textbook did not seem to match with the learning 
goals. However, Yuke said that emphasis on text genre in the curriculum limited the 
learning materials to those that were based on the text types only. She said that it 
seemed to be artificial that in each lesson everything should be based on a certain 
type of text or text genre.  
 
In Dörnyei’s model, the teacher needs to promote positive beliefs and expectations 
in students. Teachers also need to inform students about different ways languages 
are learnt in order that the students recognise a number of factors that can 
contribute to success. Dörnyei emphasises that learners should understand the best 
way of learning a foreign language for themselves. In other words, a key factor in 
students being successful in learning a new language is for the students to discover 
the methods and techniques by which they learn best (Dörnyei, 2001). Moza stated 
that a teacher should recognise which strategies students like or dislike. She 
experimented with different strategies. Harry and Arfan also mentioned that they 
were responsive to feedback from students about a particular activity. However, 
none of the teachers said that they taught their students particular learning 
strategies or explained to them the best way for learning a new language for 
themselves. 
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In summary, the four teachers used a range of strategies or techniques to generate 
their students’ motivation such as providing interesting materials, building trust with 
students, explaining the usefulness of English, offering help to their students, and 
explaining the learning goals. However, one suggested strategy in the framework 
did not emerge from the finding, namely, creating realistic learner beliefs. 
 
Maintaining and protecting motivation 
 
Table 8.1: (repeated) Motivational Teaching Practice 
MOTIVATIONAL TEACHING PRACTICE 
Creating basic motivational conditions establishing a good teacher-student rapport, creating a 
pleasant and supportive classroom atmosphere, and generating a cohesive learner group with 
appropriate group norms. 
Generating initial motivation enhancing the learners’ language-related values and attitudes, 
increasing the learners’ goal-orientedness, making the teaching materials relevant for the learners, 
and creating realistic learners’ beliefs. 
Maintaining and protecting motivation making learning stimulating, presenting tasks in a 
motivating way, setting specific learners’ goals, protecting the learners’ self-esteem and 
increasing their self-confidence, allowing learners to maintain a positive social image, promoting 
cooperation among the learners, creating learner autonomy and promoting self-motivating learner 
strategies. 
Encouraging positive retrospective self-evaluation promoting motivational attributions, providing 
motivational feedback, increasing learner satisfaction, and offering rewards and grades in a 
motivating manner.  
 
The third phase of MTP is maintaining and protecting motivation. Dörnyei divides 
this phase into eight categories: making learning stimulating and enjoyable; 
presenting tasks in a motivating way; setting specific learner goals; protecting 
learner self-esteem and increasing their confidence; allowing learners to maintain a 
positive social image; creating learner autonomy; promoting self-motivating 
strategies; and promoting cooperation among the learners (Dörnyei, 2001).  
 
The data for making learning stimulating and enjoyable, and presenting tasks in a 
motivating way, are similar to the data in the previous stage of Dörnyei’s framework 
for making the teaching materials relevant for the learners. These themes have 
been discussed in the previous section. 
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All of the teachers had strategies to protect the learner’s self-esteem and increase 
their self-confidence, all using a similar strategy of not giving direct correction when 
students made errors in speaking. They identified the important mistakes from the 
speaking activities and explained them at the end of the session. All teachers 
viewed mistakes as a natural aspect of learning a language. This is also one of the 
strategies to allow learners to maintain a positive social image about their learning 
(Dörnyei, 2001). 
 
The teachers, Harry and Yuke, used mixed ability grouping to encourage students to 
learn from their peers. This was a strategy to promote cooperation among learners. 
The teachers often gave opportunity for students to choose the discussion topic. 
This strategy aimed to foster the students’ autonomy.  
 
Exposing students to the target language is important in order to familiarise them 
with the use of the target language in real life. In case 1, a weak student said that he 
preferred the teacher to use L1 when she was explaining the lesson, while in case 4 
the students wanted their teacher to use more L2 to make them familiar with L2. 
Research reported in the literature suggests that L1 helps students obtain 
knowledge about the target language (Lightbown & Spada, 2006).  
 
All four teachers presented lessons in an interesting way by varying their teaching 
strategies. Students reported in focus groups that they enjoyed their teachers’ 
teaching styles when they resulted in a relaxed and encouraging learning 
environment. This helped maintain student motivation. One student reported that the 
use of L1 in the classroom was motivating. Research shows that L1 has an 
important role in communicating the content and meaning of the target language 
(Nation, 2003). Together with the findings of this study, the literature indicates that a 
judicious combination of L1 and L2 is perhaps the most productive way forward. 
Several studies in different L2 contexts support this notion such as Bingjun (2013), 
Carson and Kashira (2012), Afzal (2013), Campa and Nassaji (2009),J. H. Lee and 
Macaro (2013), and Pakzadian (2012). 
 
In summary, seven out of eight strategies given by Dörnyei in this phase appeared 
in the data. The one strategy that did not appear was promoting self-motivation in 
the students. This suggests that the teachers in these cases did not encourage self-
regulation. 
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Encouraging positive retrospective self-evaluation 
 
Table 8.1: (repeated) Motivational Teaching Practice 
MOTIVATIONAL TEACHING PRACTICE 
Creating basic motivational conditions establishing a good teacher-student rapport, creating a 
pleasant and supportive classroom atmosphere, and generating a cohesive learner group with 
appropriate group norms. 
Generating initial motivation enhancing the learners’ language-related values and attitudes, 
increasing the learners’ goal-orientedness, making the teaching materials relevant for the learners, 
and creating realistic learners’ beliefs. 
Maintaining and protecting motivation making learning stimulating, presenting tasks in a 
motivating way, setting specific learners’ goals, protecting the learners’ self-esteem and 
increasing their self-confidence, allowing learners to maintain a positive social image, promoting 
cooperation among the learners, creating learner autonomy and promoting self-motivating learner 
strategies. 
Encouraging positive retrospective self-evaluation promoting motivational attributions, providing 
motivational feedback, increasing learner satisfaction, and offering rewards and grades in a 
motivating manner.  
 
The last phase of Dörnyei’s framework involves promoting motivational attributions; 
providing motivational feedback; increasing learner satisfaction; and offering 
rewards and grades in a motivating manner (Dörnyei, 2001). Promoting motivational 
attribution is concerned with teaching the learner to appraise and react positively to 
their past learning (Dörnyei, 2001).  
 
A teacher can help learners consider their learning achievement positively, by 
teaching students to explain past success and failure in constructive ways, helping 
them to be more satisfied with their success and progress, giving positive feedback 
that promotes ongoing learning, and giving rewards and grades during class 
(Dörnyei, 2001). The data obtained for this research did not indicate that the 
teachers encouraged their learners to explain past success and failures in 
constructive ways, or help them be more satisfied with their success and progress. 
The teachers from regular schools, Harry and Arfan, said that their students’ low 
achievement in the past hindered their learning at high school. However, it should 
be noted that the four teachers respected students even if they were weak 
compared to their classmates.  
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None of the four teachers in this study talked about teaching their students to 
evaluate their own learning. They also did not mention how they helped their 
students understand the best way of learning English. Perhaps, this is because of 
the nature of the course content, teaching methods and assessment in Indonesian 
schools (Bradford, 2007). Moreover, the motivational strategies employed in a 
language classroom may not address all the students’ needs. Possibly, teachers 
may not pay enough attention to the students’ learning motivation (Lamb, 2007). 
 
The four teachers mentioned that they offered rewards and grades to their students. 
As teachers, they saw assessment as part of their role. They evaluated their 
students from the learning process, not just from the semester test. The students 
said that they liked their teachers’ way of evaluating their learning.  
 
The four teachers implemented the final phase of Dörnyei’s framework by giving 
feedback positively to their students and offering rewards and grades in a motivating 
way. However, they did not mention promoting motivational attributions as a strategy 
to motivate their students. One aspect of this is the encouragement of students to 
reflect on their previous results and learn from what was not done well. The findings 
indicate that the students from regular schools considered that their past learning 
was a hindrance rather than a benefit for their learning. This raises the question of 
whether previous teachers had encouraged students to reflect on their learning. 
However, the data collected here do not deal with this question. This is an area 
where more understanding of strategies to promote self-reflection, as well as 
teacher professional development on this theme, is needed. 
 
Further discussion of the four phases 
Overall, the four teachers utilised most, but not all of the strategies suggested from 
Dörnyei’s four-phase MTP model. Some findings appeared to fit with one particular 
phase of the framework while others linked with more than one phase. In addition, 
the data were a snapshot of motivational strategies. Some strategies may or may 
not have emerged when the data were collected. However, by using different data 
collection techniques, I endeavoured to capture a range of motivational strategies 
used by teachers. 
 
Two strategies from stage one in Dörnyei’s framework that did not emerge from the 
data in my study were the building of a good relationship with students’ parents and 
classroom decoration. None of the teachers mentioned the building of a good 
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relationship with parents, nor did they display English language materials and 
students’ work as decorations in their classroom. This is in line with other studies 
which found that some strategies are culturally embedded (Cheng & Dornyei, 2007; 
Marie-Jose Guilloteaux, 2013; Guilloteaux & Dornyei, 2008). The wider context 
affects how schools are organised and the roles of the teachers. In Indonesian 
schools, subject teachers do not necessarily build relationships with parents. The 
school and the form/class teacher are tasked with building this relationship. The 
organisation of classes and spaces within the school constrains how the spaces in 
the classroom are used as part of the teaching process because many subjects are 
taught in the same classroom in Indonesia. 
    
Three strategies from the other three stages of the framework, creating realistic 
learner beliefs (stage two), promoting self-motivating strategies (stage three), and 
promoting motivational attribution (stage four) also did not emerge from the data. 
Dörnyei (2001) explains that when helping students to create realistic learner 
beliefs, the teacher might explain to students various ways to learn a new language. 
By implementing this strategy, the students can then select suitable ways of learning 
English to achieve their learning goals. This means that the students are allowed 
choice in the classroom and that there is trust between the students and the 
teacher. This points to rapport between the students and the teacher. 
 
To promote strategies that are self-motivating, Dörnyei (2001) suggested that the 
teacher should encourage the students to find ways to motivate themselves. Hence, 
a teacher needs to teach the students self-management skills so that they can 
understand the best way for them to learn a foreign language. The students are 
expected to understand which strategies suit their learning so as to achieve English 
language competency.  
 
Teachers need to teach their students to look at their past learning experience 
positively to promote their motivational attribution. In psychology, attribution refers to 
an explanation as to why people are successful or have failed in the past (Dörnyei, 
2001). According to Weiner (2000) attributions are the individuals’ perceptions 
regarding the causes of outcomes. Teachers may help students gain positive 
conceptions of their learning. This will enhance students’ expectation of success and 
motivation to learn (Sahinkarakas, 2011).  
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The teacher could help students by employing activities that enable their students to 
experience success. The four teachers have implemented strategies to promote 
their students’ learning. They used unique combinations of motivational teaching 
strategies which were found effective for their own contexts. 
 
Among these combinations of strategies, several strategies that are not included in 
MTP emerged from the data. Examples are the use of L1, teaching students’ moral 
values, looking at future learning or the ideal L2 self, and shifting students’ attitudes 
towards English. These strategies were particular to the EFL situation in these 
schools in Indonesia. It is difficult to learn English for Indonesian students because 
English is a foreign language. Learning an additional language in a foreign language 
context requires greater motivation from students (MacIntyre, 2002). Language 
learning motivation could be considered unique compared to motivation for learning 
other subjects because learning a second language also involves taking on 
elements of the target language community’s culture, psychological identification 
with the second language community, and changes in identity (MacIntyre, 2002). 
 
There were some clear differences amongst the students’ in their reports of 
preferences for motivational teaching strategies from the different types of schools. 
Students reported that they sometimes need the teachers to use L1 for difficult 
learning concepts. This suggestion came from students from the international 
standardised school, because the teacher used English almost all the time in class. 
On the other hand, students from the regular schools wanted their teacher to use 
more English to make them familiar with English. Teachers in these two regular 
schools often used Indonesian in the classroom, indicating that the amount of L1 
used in the classroom in this study depended on the students’ needs and level of 
English. This supports the notion that L1 has an important role in learning L2 
(Hummel, 2013; J. H. Lee & Macaro, 2013; Nation, 2003). The use of L1 cannot be 
totally banned from L2 classroom because it is an integral part of the resources that 
the students bring to the classroom (Macaro & Lee, 2013).  
 
It can be seen in Figure 8.2 that some strategies are unique to this study. Use of L1 
in the classroom was one of the motivational strategies in this study. This finding is 
line with studies in the area of L2 teaching and learning which found that L1 
supported L2 learning (Al-Nofaie, 2010; Bingjun, 2013; Campa & Nassaji, 2009; 
Carson & Kashira, 2012; Ellis, 2008; Pakzadian, 2012). Unlike the other studies, this 
study’s findings emphasised that the use of L1 is not only considered as a tool to 
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support the learning of L2 but also as one of the motivational strategies used by the 
teachers. The data indicate that L1 use helped to motivate students when the 
teachers told jokes, gave advice, taught moral values, and explained difficult 
lessons. L1 was mostly used as the warm up of the lesson at the start, to make 
students feel comfortable and ready to learn. Teachers used it not only as a 
motivating strategy but also to build rapport with students. By having an encouraging 
relationship with students, the teachers tried to shift students’ view of English as a 
difficult language. This strategy is not included in Dörnyei’s (2001) framework. The 
findings of this study suggest that the use of L1 in an L2 classroom could be 
included in Dörnyei’s (2001) framework.  
 
Having a vision for learning English is likely to increase students’ motivation since 
they can see advantages from mastering English for their future study and careers. 
It helps them to have a vision of their future language learning. This strategy is 
viewed as part of the L2 motivational self-system (Dörnyei, 2009a) which was 
discussed earlier on page 29. The ideal L2 self represents the learners’ image of 
what they aspire to be in the future.  
 
The teachers in regular schools, Harry and Arfan, stated that changing the students’ 
mind-set towards English was important. Most students in these schools reported 
that English was daunting for them. To change this point of view, the teachers 
attempted to make English easier to use and to learn. To achieve this goal, the 
teachers created an accepting and supportive classroom atmosphere, built a 
positive relationship with students, and selected appropriate learning resources for 
students.  
 
The comparison between Dörnyei’s MTP and the findings in this research can be 
seen in the following figure. 
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Figure 8.2: Comparison of Dörnyei’s framework with the findings 
 
The comparison of Dörnyei’s framework and the findings indicate that not all 
strategies are applied across different teaching contexts. Some strategies are 
effective in all contexts but some strategies are contextually bound. This analysis 
using Dorynei’s framework implies that the implementation of motivational strategies 
is embedded within a context. This will be discussed in the following section.  
 
Motivational teaching practice and the teaching-learning map 
The analysis of the findings reveals that the implementation of MTP is embedded in 
a particular context; one way of depicting this context is in the Hall and Kidman 
(2004) T-L map. The context is very important because it influences teachers’ 
decisions in conducting their classes.  
 
The context for this study can be represented by Hall and Kidman’s (2004) T-L map. 
I argue that MTP and the T-L map are complementary. The findings of this study 
suggest that MTP can be positioned within the teaching-learning context of the T-L 
map. For this reason, with permission from Hall and Kidman (2004), I argue that the 
T-L map should be extended by putting MTP in the centre of the diagram, as shown 
below in Figure 8.3.  
 
 
MTP  
& 
findings 
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Figure 8.3: Teaching-Learning Map: The influence of context and motivation (a 
modified version of Hall and Kidman, 2004) 
 
As noted in the literature review (chapter 2), Hall and Kidman emphasised the 
importance of context on teaching and learning; the model has a “Bronfenbrenner” 
structure. It is a relational map of teaching and learning within an ecological 
framework (see Figure 2.2 page 48 for an explanation).  
 
The argument is made here that the MTP and T-L map are complementary. The 
discussion will start with the wider community context (English as a global language, 
the Indonesian educational system, and the local context), the institutional context 
(the four school contexts), and the immediate classroom teaching and learning 
context in relation to the teachers’ and students’ perception of MTP. The national or 
Indonesian context includes government policy and regulations and the Indonesian 
educational culture which influences the teaching and learning environment. The 
impact of these contexts on teaching and learning in the classroom will be discussed 
in relation to the findings of this study. 
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International context: English as a global language 
 
 
Figure 8.3: (repeated) Teaching-Learning Map: The influence of context and 
motivation 
 
The wider community context includes the international context, for example, the 
impact of globalisation where people may work, study or trade with other people 
around the world. The importance of English as an international language has 
influenced the Indonesian government into creating a suitable curriculum for 
Indonesian students (Depdiknas, 2006). The high school curriculum for English aims 
to increase students’ capability to communicate in both spoken and written English.  
 
Both teachers and students reported that getting in touch with English native 
speakers motivated students’ learning. This strategy fits within Dörnyei’s framework. 
However, the teachers did not implement this strategy even though the students 
were keen on practising the language with English native speakers. The findings 
also reveal that teachers did not use internet facilities such as skype or facetime to 
bridge students’ needs to communicate with English native speakers. Possibly, it 
was not easy to have English native speakers available in a small town and 
teachers are not used to using skype for communicating.  
 
However, rather than aspiring to communicate with native speakers, Lamb and 
Budiyanto (2013) point out that Indonesian students should communicate and 
practise their English with their counterparts in Asia. This is because they are likely 
to have more communication with other Asian English speakers rather than with 
English native speakers from English speaking countries (Lamb & Budiyanto, 2013).  
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Arfan reported that the internet helped him greatly in his teaching. He browsed the 
internet to find suitable materials for his teaching. He realised that the internet is 
close to his students’ lives. Most teenagers use the internet for communication and 
social networking such as facebook or twitter. However, although Arfan used the 
internet for his teaching, he did not use it to expose his students to English native 
speakers or other Indonesian proficient speakers of English. It should also be noted 
that the other three teachers did not mention using the internet to support their 
teaching or using the internet for their own social networking. These teachers did not 
seem to have any experience of using the internet for communication as they said 
that they did not have an email address or facebook account. Perhaps these 
teachers were not aware of media that are important to teenagers.  
 
It seems that the teachers realised the importance of English as an international or 
global language. They emphasised the importance of English for obtaining a job 
internationally. However, it did not inspire them to utilise the internet or social 
networking as a medium of communication by using English. This indicates that the 
influence of the international context might not yet have a strong impact on teachers’ 
classroom practices.  
 
However, the position of English as the only compulsory foreign language in the 
Indonesian high school curriculum indicates that the Indonesian government is 
influenced by the international community. The advantages of being able to 
communicate in English in an international context for business, politics, and 
education have encouraged the Indonesian government to pay attention to English 
teaching and learning. This can be seen in the cycles of curriculum reform for 
English in order to promote students’ ability to gain English proficiency so in the 
future they can take part in the global community. To reach this objective the 
government intentionally proposed the aims for learning English at Indonesian 
secondary school as being able to use English for communication with the 
international community and to learn English (the aesthetic or beauty of the 
language) and English culture (Depdiknas, 2008).  
 
National context: Indonesian educational context 
Within the wider community context, another important factor is the Indonesian 
educational context. This includes government policy, the national curriculum, and 
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other related national regulations in schools in Indonesia such as teacher roles, time 
allocated for each subject, and official reports. 
Teacher roles  
According to Dörnyei (2001) teachers should be facilitators and motivators of their 
students’ learning. However, this role has been extended by the Ministry of 
Education; a teacher is also required to be responsible for school discipline. For 
example, teachers are required to enforce the regulations endorsed by Ministry of 
Education ensuring that the school uniform is worn correctly.  
 
The teachers in this study also reported that another role they have to complete is 
paper work and administration, which consumed a lot of their time. The paperwork 
covers lesson plans, constructing mid-semester and semester tests, the analysis of 
test results, and preparing learning assessment reports. The teachers understood 
that paper work was part of their job, but can find it very tiring when there was too 
much of it (Crookes & Arakaki, 1999). 
Time for learning 
Both the teachers and the students wanted more time devoted to language learning. 
The Indonesian Ministry of Education allocates 180 minutes for a week to learn 
English at high school (Depdiknas, 2006). For students in regular schools, since 
English is mostly used only in the classroom, students reported that they needed 
more time to practice their speaking skills. It means that time allocated for English 
was not sufficient to address the students’ desire to increase their English 
proficiency. 
 
In line with the students’ reports, the teachers said that the time allocated during 
their school year and the curriculum demands were not aligned. The learning topics 
to be covered in the curriculum outweighed the time allocated. This leads teachers 
sometimes to skip themes from the curriculum or just teach these themes quickly 
and provide limited time for students to practise. However, the teachers felt 
responsible for teaching all the themes in the curriculum since each learning topic is 
related to the national standardised test that students have to sit. Because of this 
time limitation, teachers experienced a conflict between whether to teach the 
curriculum or to teach students to pass the test.  
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Assessment 
In Indonesian schools, assessment involves both internal (within particular schools 
and within particular classes) and external assessment (national examinations). 
Student learning is assessed by teachers in the form of homework, assignments, 
block/unit tests, mid-semester tests, and semester tests. The homework, 
assignments, and unit tests varied among the teachers but the mid-semester and 
semester test were usually the same at each level in one school. Students who are 
leaving the school (Years 6, 9, and 12) sit for a school test which covers all subjects 
that are not tested in the National Standardised Test (Years 6, 9, and 12). During 
secondary school, students sit six subjects in the national standardised test which 
means 11 other subjects are tested by a school test. Three subjects in a national 
standardised test are the same for all senior high school students (Indonesian, 
English, and mathematics). Three other subjects are tested based on their stream. 
Science-stream students sit tests for physics, biology, and chemistry. The social-
stream students sit economy, sociology, and geography tests. Language-stream 
students sit Indonesian literature, anthropology, and a foreign language other than 
English test. To get a certificate, students have to pass both school tests and the 
national standardised test. This certificate is important for students to continue their 
study to the next level of school. The assessment system is depicted in the following 
diagram: 
 
 
 
 
 
 
 
 
 
 
 
Figure 8.4: Assessment system in Indonesia (BNSP, 2007) 
 
The school can decide the passing mark for each subject in the internal 
assessment. This type of assessment can be categorised as a summative 
assessment since it stops at a judgement (Taras, 2009). Actually, the government 
KKM 
(School benchmark) 
SKL 
(National benchmark) 
National 
Examination 
Homework, assignment, unit test, mid-
term test, semester test  
School test 
Internal assessment 
(Teacher) 
External assessment 
(Government) 
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provides instructions in the national curriculum that teachers should give feedback 
on students’ works to promote learning (BNSP, 2007). However, instead of giving 
written feedback on students’ work, the teachers give marks. It seems that the 
national or external assessment practice in Indonesia influences teachers in 
assessing their students’ learning (Azis, 2014). The teachers are not used to giving 
a formal formative assessment and constructive written feedback on homework, 
assignments, or unit/block tests.  
 
The teachers in this study were encouraged to put marks on students’ work rather 
than provide written feedback, because of the assessment system. English is 
assessed as a subject, meaning no individual marks are given for particular 
language skills such as listening, speaking, reading, and writing. In the national 
standardised test the test items generally assess students’ reading with few 
assessing listening comprehension and only a very few items testing students’ 
speaking ability. Writing skills are usually assessed by asking students to arrange a 
paragraph from jumbled sentences. In the semester academic report, teachers put a 
mark for English as a total of all skills that are tested with a teacher-designed test. 
Thus the teachers appeared to be influenced by this assessment system of giving 
marks on students’ works/test rather than giving written academic feedback to 
promote students’ learning.  
 
Effective feedback is important for learning but there could be several reasons why 
giving full feedback is not regularly practised by Indonesian teachers of English. 
These reasons might include the number of students in each learning group, the 
assessment system in Indonesia, and the teachers’ competence and experience in 
providing extensive written feedback. With so many students in each class, it is not 
easy for teachers to provide written feedback for each student. In the present study 
teachers often gave general feedback for their students’ assignment in front of the 
class. After the students practised, they selected some points that they highlighted 
as important for students to consider.  
 
However, for internal assessment there is a different passing grade between the 
different schools in this study. For the international standardised school, students 
required a mark of 75 while in the national standardised school and regular schools 
the passing marks were 68 and 70. To some extent, the passing mark motivates 
teachers to help students to reach the level required. It also makes them work 
harder because if students do not achieve the passing mark, they have to give 
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remedial teaching. This can lead teachers to teach students to answer test 
questions rather than teach the curriculum.      
 
Descriptive feedback is a powerful influence on students’ learning achievement 
(Hattie & Timperley, 2007). Students need effective feedback to get information to 
improve their work. Teachers’ marks on students’ work or tests are therefore not 
likely to be as effective as descriptive feedback in helping the students reach their 
learning goals. Effective feedback is a bridge between what a student currently 
understands and what they need to understand (Hattie & Timperley, 2007). 
 
Regional politics and the Indonesian educational assessment system also determine 
the use made of assessment data. Students’ achievements on the national 
standardised tests are used to find out which region in the country has obtained 
better marks or grades (BNSP, 2007). The grades influence the government’s 
evaluation of each region. Assessment results are a political issue in Indonesia as 
the central government determines the resources to be given for local governments; 
regions with higher standardised test results usually receive more resources.  
 
From the students’ viewpoint, the English national standardised test is difficult, 
especially the listening section (Field note, March 2012). This is possibly because 
they do not have enough practice in listening. Test results are a determining factor 
for students’ success or failure in passing their high school certificate. This 
certificate is one of the requirements to continue in education and study at university 
or to get a job. 
 
Assessment influences students’ motivation (Ghenghesh, 2010; Kikuchi, 2009; 
Matsumoto, 2009; Yeung et al., 2011). Kikuchi (2009) found that focussing on 
standardised test results decreased students’ motivation. The current study found 
that teachers’ supportive oral feedback on students’ speaking practice motivated 
their learning and made them confident to use English. For example, Yuke was 
flexible in her assessment practices and gave her students choice in the 
assessment process.   
 
The English Curriculum 
Another influence in the wider context is the Indonesian EFL curriculum and the 
government policy for students’ learning. Yuke reported that the curriculum did not 
accommodate students’ communication skills; instead the curriculum provided more 
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focus on literature skills for students. Teachers needed to follow what is dictated in 
the curriculum which is based on text-types, but at the same time, they also needed 
to teach students to pass the national standardised test. This national standardised 
test for English directs teachers to focus on teaching students how to answer the 
test rather than teaching the curriculum (Hadisantosa, 2010; Lie, 2007). 
 
Teachers in the study reported that they needed to teach the characteristics of each 
genre since all genres were included in the national standardised test. The teachers 
said that how they selected teaching materials and approaches was influenced by 
the national curriculum which includes the national standardised assessment. 
 
The genre approach in the current curriculum seems to limit flexibility in selecting 
learning resources because any language skill, grammar or language expression 
has to be related to a certain genre. The government intended to give more freedom 
to teachers to implement the curriculum based on their school context. However, 
since teachers were not provided with the appropriate professional development and 
training on how to implement the curriculum they tended to use the existing material 
from textbooks (Hadisantosa, 2010). 
 
National context: Indonesian educational culture 
Another influential factor is the Indonesian educational culture. The traditional 
Indonesian educational culture identifies teachers as the source of knowledge 
(Maulana et al., 2011). Teachers usually give the students direct feedback as to 
whether the students’ answers are right or wrong. It is an absolute way of looking at 
knowledge that could be considered as teacher-centred. The teacher is in a position 
of power in the classroom. The teacher is the decision maker in the classroom and 
consequently learners may not be encouraged to be autonomous decision makers 
(Mattarima & Hamdan, 2011b; Maulana et al., 2011). This may limit students 
developing their autonomous learning skills. It is not a common practice in 
Indonesian culture for teachers to allow students to argue or challenge their 
explanations. It is considered rude if students ask challenging questions or 
challenge a teacher’s explanation. 
 
MTP recommends that teachers promote students’ autonomous learning by giving 
them the opportunity to evaluate their own learning. Teachers are expected to teach 
students to have skills in self-assessment/evaluation. The teachers in this study 
gave autonomy to their students to some extent such as allowing students to decide 
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a discussion topic. Yuke also gave choice to her students about how they would like 
to do the test, alone or in pairs. However, since the Indonesian curriculum does not 
expect teachers to let students undertake self-evaluation or to develop self-
attribution, the teachers do not think that they should include this in their teaching. 
This is another indication that the implementation of MTP is influenced by the culture 
of the wider context.  
 
Viewing the teacher as a source of knowledge might also be influenced by passing 
the high stakes, national standardised test. Test results are used to evaluate school 
and teaching quality. Consequently, teachers focus more on teaching students to 
answer the test questions in Indonesia rather than on teaching the curriculum more 
broadly (Bradford, 2007; Lie, 2007).  
 
Another common phenomenon in the Indonesian context is the low level of 
exposure to English. Low levels of exposure to English are a common phenomenon 
in the Indonesian high school context, except in the international standardised 
school. The students in the international standardised school looked more confident 
and fluent in English compared to students from the other schools.  
 
The influences of school context on students’ motivation to learn English will be 
discussed in the next section. 
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Institutional context: School Context 
 
 
Figure 8.3: (repeated) Teaching-Learning Map: The influence of context and 
motivation 
 
The next level of context in the T-L map is the institutional environment. The findings 
indicate that the school context influences teachers’ perceptions and practices of 
motivational strategies. These factors include the amount of English used in the 
school context, the period of learning (class time), the availability of teaching and 
learning media such as a language laboratory or a tape recorder and data projector, 
and the school policy on the length of study for each day. 
 
The use of English in the school context 
Teaching other subjects by using English as a medium of instruction is known as 
content and language integrated learning (CLIL). This has positive influences on 
students’ English learning motivation (Lasagabaster, 2011). In the Indonesian high 
school context, there is a big difference in English use between the international 
standardised schools and regular schools because of the amount of English the 
students use beyond the language classroom, for example, for mathematics and 
science classes. 
 
One possible reason students seemed more motivated during English lesson is the 
use of English as a medium of instruction in other subjects in the international 
standardised school. They thought that understanding and being able to use English 
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was a necessity for them. In other words, the influence of context on how much 
English is used may relate to students’ motivation. This supports the research 
relating to the different motivation level associated with learning a language in 
second and foreign language environments (Oxford & Shearin, 1994). 
The length of a school period 
The length of the school period for international and regular schools is different. In 
an international standardised school, students may remain until 4.00 pm, two hours 
longer than students from regular schools. In the morning students learn lessons 
from the national curriculum. This means that they are using English for two more 
hours each day because English is the medium of study. 
 
Some of the students from the international standardised school stated that the 
additional hours motivated them to learn since in the afternoon they mostly practised 
what they learnt in the morning period. However, some students reported that the 
extended hours were too much for them. This meant that they had little time to 
socialise with family and friends.  
The timing of classes 
The timing of the class was reported as an influential factor for classroom learning 
motivation. Teachers and the students reported that studying in the morning was 
much more motivating in a hot climate since the weather was still fresh, and the 
students were more prepared to learn compared to study after lunch or in the last 
period of the school. Moza said that she adjusted her lesson and took more time to 
motivate her students in the afternoon periods. Mostly she reviewed the day’s 
lessons, language expressions, and held classroom discussions rather than 
explaining a new difficult topic. This suggested that the context influenced both 
teachers’ and students’ motivation. 
 
Harry said that he gave his students a short recess before he started his class in the 
afternoon period. He said that if he did not give time for his students to eat food or 
drink a glass of water, it would be hard for them to concentrate in a hot climate. The 
students also reported that learning in an afternoon period is more difficult. They 
were distracted by the hot climate, hunger, sleepiness, and noise from other 
classes. 
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Learning aids/facilities 
Moza and Arfan reported that teaching facilities also influenced students’ classroom 
learning motivation. The availability of tape recorders, data projectors, or language 
laboratories supported the teaching and learning of English, especially when the 
students did not have access to native speakers of English. None of the four schools 
had a language laboratory. The teachers usually used a tape recorder in the 
classroom for listening exercises. Moza stated that she sometimes used her own 
voice by reading the script as the listening exercise for her students. Arfan utilised a 
programme from the internet and borrowed the data projector from the school to 
play the programme in his classroom. 
 
The lack of listening and visual equipment for the classroom influenced teachers’ 
motivation. Arfan and Yuke stated that they had to borrow and bring the tape 
recorder and data projector to the classroom if they wanted to use it as the teaching 
media. This sometimes made them unmotivated to use these teaching aids to 
support their teaching, even though they understood that this would motivate their 
students’ learning. 
Number of students 
Teachers expressed concern about the number of students in a class. A large 
number of students was found to be demotivating for teaching and learning English 
(Marcellino, 2008). The teachers in this study said that it was not easy to manage so 
many students in the classroom, especially to learn a new language.  
 
The teacher in the international school, Moza, was lucky since in an international 
standardised school there are only around 25 students for each class. In a regular 
school, a class usually consists of 40 students. This big difference in class size may 
have contributed to both teachers’ and students’ level of motivation. It also appeared 
to have influenced the teacher’s decision-making in relation to their selection of 
classroom practices, such as types of activities, classroom rules, teachers’ teaching 
approaches, and the way feedback is given. 
 
The number of students in a class is determined not only by the school but also by 
local government decisions. Some schools are in high demand from students’ 
parents. Consequently, the number of students in a class in some regular schools 
results in crowded classrooms compared to other schools (Field note, February 
2012). The International standardised school was seen as high desirable but 
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parents also paid higher fees. This was one of the reasons why this school had 
fewer students per class. The school also held an entrance test which limited the 
number of students. 
Teachers’ perceptions of student learning achievement 
Both of the teachers from regular schools, Harry and Arfan, stated that their 
students’ past unsuccessful language learning experiences and achievement 
hindered their present learning. This perception has the potential to influence the 
teachers’ expectancy, values, emotions and beliefs (Weiner, 2000). The risk exists 
that teachers from a regular school might think that most of their students will not be 
effective learners because they were not successful in their past learning. This 
suggests that the school context might influence how teachers view their students’ 
learning achievement. Such a finding corresponds with Dörnyei’s L2 motivational 
self-system, which states that learning experience, teachers, curriculum, peers, and 
achievement influence students’ learning motivation (Dörnyei, 2005, 2009b).  
 
Harry and Arfan employed enjoyable learning activities to attract their students’ 
attention such as telling jokes, using games, songs, poem or movies to stimulate the 
students. However, these are not activities that necessarily make students think 
deeply. There was clearly a difference between how Moza (in an international 
standardised school) and Harry and Arfan (in regular schools) approached their 
students. Moza usually used more activities to develop students’ high level thinking 
while Harry and Arfan decided to use attractive activities such as games, jokes or 
songs. This was influenced by the school context and their perceptions of the 
students in the school where they teach.  
 
The findings indicate that teachers’ perceptions of their students’ learning were 
influenced by the school context. This perception appeared to influence teachers’ 
expectations, values, emotions, and beliefs in conducting teaching and learning in 
the classroom. However, regardless of the school context, the findings indicate that 
the four teachers have created, generated, and maintained their students’ 
motivation. One exception is that none of the teachers taught their students to self-
evaluate their achievement. Teaching the students to deal with their past learning 
experience in a way that promotes rather than constrains their future learning is 
reported as being important for students’ motivation (Dörnyei, 2001). This helps 
them build their intrinsic motivation (Dörnyei, 1994).  
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Classroom context: teaching-learning context  
 
 
Figure 8.3: (repeated) Teaching-Learning Map: The influence of context and 
motivation 
 
Lastly, there is the immediate classroom context where actual teaching and learning 
takes place. For my study, I situated EFL as the content. At this level, Hall and 
Kidman (2004) identify three aspects, the students, the content, and the teacher, in 
a contextual relationship. The key relationship between teachers and students is 
rapport, and a relationship between teachers and English is embodied in the notion 
of expertise. Teachers should possess two kinds of expertise: the expertise of the 
subject or content, and the expertise of delivering the subject or pedagogical skills 
(C. Hall & Kidman, 2004). Both rapport and expertise are critically important to 
support students’ understanding or learning achievement, that is, their English 
competency (C. Hall & Kidman, 2004). According to these writers, rapport and 
expertise also interact to enhance or, if present negatively, limit student 
understanding and learning.  
 
The two-headed arrows in the classroom teaching and learning map show the bi-
directional impact of all classroom aspects on the implementation of MTP. In order 
to apply motivational teaching strategies, teachers need to build rapport with the 
students and vice versa. Similarly, one of teachers’ areas of expertise is the ability to 
motivate students through their pedagogical expertise and classroom behaviours. 
The findings from this study indicate that the four teachers built a positive 
relationship with their students to support the success of their teaching. It was also 
reported by students that a warm relationship with their teachers enhanced their 
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learning motivation. However, each teacher’s strategies to build rapport varied 
according to the context. 
 
From the literature, effective teaching is a matter of expertise as well as experience. 
Experience is important but is not enough without quality teaching or teaching 
knowledge (Palmer et al., 2005). The four teachers in my case study showed that 
they were expert teachers in different ways. This has been discussed in the Section 
Teacher practices on page 145. 
 
In addition to psychological factors operating in the classroom, the physical 
classroom condition also influences students’ motivation (Dörnyei, 2001). The 
classroom layout in the national standardised school provided more flexibility for the 
teacher and students to modify the classroom structure. The students sat on a chair 
with a little table attached to it. This made it easy for teachers to assign group work 
or pair work. The students also had the flexibility to select a friend to work with since 
they could move their chairs easily. The chairs could be arranged to form a circle 
with the teacher in the middle, a u-shape, or face-to-front like a common classroom. 
The international standardised classroom was equipped with carpet which enabled 
students to study on the floor. It was also equipped with an air-conditioner which is 
beneficial in the Indonesian hot climate. Students reported that they liked their 
classroom layout and conditions.  
 
The findings of this study show that the implementation of MTP may not be effective 
without considering the context. The context plays an important role on how and 
why some strategies are implemented. The Indonesian educational context made it 
possible for the teachers to implement some strategies; conversely the context also 
made it difficult to implement other strategies. The findings suggest that the 
implementation of MTP is contextually dependent and the T-L map depicts the 
context well. These two frameworks support each other. 
 
Conclusion 
The findings show that the four teachers in my case study implemented motivational 
teaching strategies in their classroom. The teachers implemented strategies to make 
learning interesting and stimulating for their students. However, there is a missing 
link. The findings did not show that teachers taught their students to be aware that 
they should motivate themselves as learners. Creating realistic learner beliefs, 
promoting self-motivating strategies, and promoting motivational attribution are 
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strategies that encourage students to be more independent in their learning 
(Dörnyei, 2001). These strategies build students’ self-awareness that motivation is 
not created simply by outside factors such as the teacher, learning strategies, and 
an encouraging learning atmosphere, but also from internal factors within the 
students themselves. Students should be aware of this and teachers might possibly 
include strategies that help students promote positive self-attribution.   
  
The findings suggest that two aspects, the building of rapport and the effectiveness 
of teacher’s teaching practices, were crucial in motivating students to learn English. 
Rapport helped students feel accepted and relaxed in their classroom learning and 
encouraged their motivation. By using suitable learning resources, implementing 
appropriate classroom management strategies, and assessing students in different 
ways, teachers contributed to students’ motivation. 
 
The findings of this study align to a large extent with different stages of Dörnyei’s 
MTP framework. The findings also indicate that the implementation of motivational 
strategies depends on the context. It reveals that to understand teachers’ 
perceptions and practices in relation to motivational teaching strategies, the nature 
of an educational setting should be considered. This understanding can help 
teachers select motivational strategies to enhance their students’ motivation.  
 
Teachers’ perceptions and practices of motivational teaching strategies were 
influenced by the school context and the Indonesian educational system and culture. 
The Indonesian educational system is influenced by the need for English as a global 
language. The findings indicate that MTP and the T-L map are complementary. The 
implications from my study indicate that the use of Dorynei’s (2001) framework in 
analysing motivation has potential to improve learning and teaching in English 
language classes in Indonesia but it is important to consider contextual influences.  
 
The following table shows how the research questions were addressed in the data.  
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Table 8.2: Research questions and findings 
 
Research Questions Findings from the data 
Question 1:  
How do Indonesian teachers 
of English in high schools 
report their perceptions of 
motivational teaching 
strategies?  
 
1. Teachers stated that to motivate their students, they 
need to build a positive relationship with their students.  
2. They understood that motivating students means using 
interesting activities to attract students’ attention to learn 
English. 
3. Teachers argued that the encouraging relationship they 
built with their students enhanced students’ motivation. 
4. They did not mention that they taught their students to 
build and maintain their own motivation. It appears that 
the teachers did not think that they needed to teach their 
students to be independent or autonomous learners. This 
indicates that the Indonesian educational context and 
culture influenced teachers’ perceptions. 
Question 2: 
How do teachers implement 
motivational teaching 
strategies in the Indonesian 
EFL classroom context? 
 
1. Teachers implemented motivational teaching strategies 
based on their cognition, teaching experience, curriculum 
of English, and the context. The teachers tried to find 
new strategies for effective teaching, using activities from 
the internet or adopted activities from English teaching 
forum magazines. 
2. Two main themes emerged from the findings: the 
building of rapport with students, including the building of 
an encouraging relationship with students; the influence 
of teachers’ decision making in selecting appropriate 
learning resources, classroom management practices 
and assessment procedures. 
3. The Indonesian educational context and Indonesian 
educational culture influenced teachers’ perceptions and 
implementation of motivational teaching strategies. The 
influences include the curriculum, learning assessments, 
and the role of teachers in the school and society. 
4. The school context influenced teachers’ perception and 
implementation of MTP. Some differences were found 
between the international standardised school context 
and the regular school context. These differences 
included classroom facilities, the number of students in 
each class, students’ English achievement, and the use 
of English in the school context. 
5. The findings indicate that the MTP and T-L map are 
complementary. The implementation of MTP is 
influenced by the context. On the other hand, the context 
also determined how meaningful some strategies in MTP 
could be. The context determined that some strategies 
are suited well and some strategies should be added to 
MTP to fit the Indonesian high school context. 
Question 3: 
How do students report their 
perceptions of the 
motivational teaching 
strategies used by their 
teachers?  
 
1. Students said that the teachers themselves are a 
motivating factor for their learning. Teachers’ classroom 
behaviour was one of the key factors that influenced 
students’ motivation. Teachers’ behaviours that students 
found motivating included the teachers’ warmth, their 
enthusiasm, their caring manner, their understanding, 
and their humour.  
2. The encouraging relationship that teachers built was 
appreciated by students. The students mentioned that 
they liked teachers who made them feel comfortable in 
the classroom when they learn English. 
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CHAPTER 9  
Conclusion 
Introduction  
This chapter revisits the objectives of the study, discusses the contributions made 
by the research, and recommends directions for further research. The chapter ends 
with a “concluding statement” of the research as well as my personal reflections on 
the research overall.  
Summary of the research 
The findings from this research have been summarised in Table 8.2 at the end of 
Chapter 8. The purpose of this study was to explore the motivational teaching 
strategies that four teachers of English used and their impact on students’ 
motivation in the context of learning English as a second/foreign language. The 
literature review identified a need to investigate teachers’ motivational teaching 
strategies, how these strategies impact on the students’ motivation, and how the 
social and cultural factors of the Indonesian context influence foreign language 
learning. To address this need, three research questions were developed to guide 
this study: How do teachers report their perceptions of motivational teaching 
strategies? How do teachers implement these strategies? How do students report 
the impact of these strategies on their motivation? 
To answer these research questions, I used a qualitative research approach based 
on case study methodology. My study is situated within a social constructivist 
worldview that recognises that teachers’ actions happen within particular contexts. 
Qualitative case study methodology allowed me to collect detailed, in-depth data, 
using multiple sources of information such as semi-structured interviews, classroom 
observations, stimulated recall with teachers, and focus group interviews with 
students, to describe cases and identify themes.  
Four teachers were selected from four different high schools. Each case study was 
represented by a teacher (purposely selected because he/she was considered 
effective by the school principal) with a class of students from different types of 
school (an international standardised school, a national standardised school, and 
two regular schools). The collection of rich data allowed the context in which 
teachers implemented motivational teaching strategies, to be considered along with 
186 
 
how their students reported the impact of these strategies. The research site was 
based in a small town in West Sumatera, Indonesia. I used Dörnyei’s (2001) MTP to 
frame my study. Dörnyei’s (2001) MTP framework for second and foreign language 
learning is believed to be comprehensive and systematic (Guilloteaux & Dornyei, 
2008). To complement this, I also used the Hall and Kidman (2004) T-L Map to 
provide a framework for investigating the contextual influences on teaching and 
learning.  
The underlying assumption of Dörnyei’s framework is that what teachers do to 
motivate their learners has a direct influence on the learners’ motivation. The 
implementation of this framework is influenced by the context; the literature identifies 
that the use of motivational strategies is embedded within the teaching and learning 
context. The findings from the present study gave rise to an analysis of each case 
followed by a cross-case analysis. 
The four teachers in my case study implemented a range of motivational teaching 
strategies to stimulate their students to learn English. There were two main themes 
that emerged from the data analysis: teachers’ pedagogical practices and teachers’ 
classroom behaviours, including building a positive relationship with students. 
Students reported that they were motivated to learn by the encouragement of their 
teacher, but some factors are beyond the teacher’s control such as the length of 
classes, the curriculum for English, and national standardised tests. These factors 
also influence students’ motivation. 
This study adds to existing research in the field of motivational strategies in second 
and foreign language learning. In particular, four findings emerged from this study: 
 Each teacher used a unique combination of motivational teaching strategies. 
The four teachers implemented strategies from Dörnyei’s MTP, but not all 
the strategies were applied by the teachers. On the other hand, several 
strategies which are not included in MTP were used by the teachers. 
 These teachers reported several factors influence them in selecting 
motivational teaching strategies such as the English curriculum, students’ 
previous English achievement, students’ social-economic background, and 
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school context, including facilities and how much English is used in the 
school.  
 The findings suggest that in implementing motivational teaching strategies, 
the context should be considered. Because of the importance of the context, 
this study has used an approach which blends two complementary models to 
embed Dörnyei’s MTP in a broader conceptual framework.  
 The findings indicate the use of L1 can be a motivational teaching strategy. 
By L1, teachers can build rapport with their students and this stimulated 
students’ engagement. The teachers also used L1 to explain difficult lessons. 
These findings as well as their contributions will be elaborated in the following 
sections. This discussion includes a focus on the contributions of the findings to the 
literature and practices. 
The research findings 
The teachers in this study used a range of motivational strategies in the classroom. 
Each teacher used a unique combination of strategies from Dörnyei’s MTP 
framework. The teachers and the students were influenced by their school context. 
In the international standardised school where English was the medium of 
instruction for mathematics and science, the students appeared to be more 
motivated to learn English. This may also be because most students were high 
achievers who gained entry to a school that was strongly preferred by parents. 
However, the students from regular schools (Harry’s and Arfan’s schools) indicated 
that they were impressed by the hard work of their teachers and the strategies they 
used to motivate them to learn. They recognised their teachers’ enthusiasm for 
teaching. 
Three strategies from Dörnyei’s motivational framework did not emerge from the 
data: creating realistic learner beliefs; promoting self-motivating strategies; and 
promoting motivational attribution. These three strategies are related to students 
skills in motivating themselves or self-regulating their learning. The absence of 
strategies to encourage students’ responsibility for learning suggests that in the 
cases of these teachers some aspects of the framework may not be implemented 
incompletely. This suggests that teachers could try to share their responsibility for 
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motivating students with the students themselves. By sharing this responsibility, 
teachers might be more able to help the students become self-motivated learners. 
This could benefit students, not only for their high school English learning, but also 
for their long term learning.  
Two further strategies, from the first stage of Dörnyei’s framework (creating the 
basic motivational conditions), did not emerge from the data. These two strategies 
involved the building of a relationship with students’ parents and the decoration of 
classroom. The absence of these indicated how culture and context can influence 
the strategies that the teachers use. 
The influence of educational context and culture may explain why several strategies 
which are not included in Dörnyei’s framework emerged from the data. These 
strategies are the use of L1, teaching students moral values, reference to the ideal 
L2 self, and shifting students’ attitudes toward English.  
Contribution of this study 
This study provides two main contributions relating to theory and practice. The 
findings of this study contribute to the theory of motivational teaching strategies by 
providing a model to understand the strategies in a wider context. The model 
indicates that the implementation of motivational teaching strategies is dependent 
not only on what happens in the classroom but also on factors outside the 
classroom that influence teachers’ decision-making. Readers should be able to 
judge the applicability of the findings of this study to their own context both within 
Indonesia and internationally. 
Contribution to the field of motivational teaching strategies  
Many quantitative studies have been conducted on motivational teaching strategies 
around the world. This qualitative research adds to the literature. The study 
focussed on the implementation of motivational teaching strategies based on 
teachers’ and students’ perceptions and classroom observation. The data provided 
insights into the strategies that teachers’ use and their impact on students’ 
motivation. 
The findings suggest that teachers should be able to select strategies to suit the 
curriculum demands, the school context, students’ social-economic background, 
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students’ English achievement, and students’ parents’ expectations for their 
children’s English achievement. In other words, teachers are expected to have an 
acute understanding of the context where they teach and the students they teach. 
One way to depict the influence of the educational context is provided by Hall and 
Kidman’s (2004) T-L map.  
The present study also contributes to the literature by suggesting a model of 
teaching and learning that may be applied to a range of educational contexts, 
although each context has its own specific features. A range of factors influence 
educational context such as curriculum, assessment, local educational policies, and 
the school context. This research conceptualises motivational teaching strategies 
and the T-L map as complementary. In this conception, the implementation of 
motivational strategies is contextualised within an educational map of teaching and 
learning. Dörnyei’s (2001) MTP framework signifies a need to consider the wider 
educational, social, economic, and community contexts for its implementation.  
The model proposed that the implementation of MTP is context-sensitive; teacher’s 
perceptions of motivational strategies and the implementation of these strategies in 
the classroom depend on the supportiveness of the context. To understand the 
implementation of MTP, it is important to look beyond the classroom to the local, 
national, and international communities. Each layer portrays the educational context 
that relates to classroom teaching and learning. The wider contexts influence the 
teaching context. The findings of this study indicated that classroom teaching and 
learning is influenced by students’ need to master English as an international 
language. This need influences the approach taken for the development and 
implementation of the Indonesian curriculum of English.  
Interestingly, regardless of the school context, this study found that rapport is 
important and applicable to all three types of schools. This study signifies rapport 
between teachers and students as one of the important components for achieving 
successful teaching and learning. As noted in the Hall and Kidman (2004) T-L Map, 
rapport is a central element of the teaching and learning context. Teachers’ 
perceptions and implementation of motivational teaching strategies are not shaped 
automatically. Teachers’ motivation, cognitions, and teaching experience, along with 
the curriculum, educational context, and teachers’ education at teachers’ training 
college, all influence the teachers’ perceptions and their implementation of 
motivational teaching strategies.  
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The teacher from an international standardised school, Moza, found motivating her 
students less challenging. Her students understood the importance of English; 
additionally English is a medium of instruction for mathematics and science. The 
national standardised school teacher, Yuke, also did not find it hard to motivate her 
students. The school is one of the desirable schools so that the students who are 
studying at this school are more likely to have high motivation to learn. The teachers 
from regular schools, Harry and Arfan, found it more difficult to motivate their 
students. Their schools were less desired by parents and were not well-supported 
by good learning facilities. However, although they faced difficulties in motivating 
their students, these two teachers used a range of motivational teaching strategies 
in their classrooms. This indicates that teacher motivation and commitment to 
teaching influence teachers’ perceptions and implementation of motivational 
teaching strategies. 
In turn, MTP also influences the smaller unit of context, classroom teaching and 
learning. MTP involves cyclical stages which can be applied in most language 
classes. Some strategies are contextually transferable but some strategies are 
culturally bound. Two strategies noted by Dörnyei did not emerge from the data 
here: these related to the use of classroom decoration and the building of 
relationships with students’ parents. It is not normal for most Indonesian schools to 
decorate the classroom walls with students’ work, pictures or graphs to motivate the 
students’ learning because the classroom is a venue for a group of students to learn 
all school subjects. They sit in this particular room and subject teachers come to 
them to teach so decoration for a particular subject may not be appropriate. Subject 
teachers also do not build a close relationship with parents. Parents usually build a 
relationship with a form or classroom teacher who is responsible for a group of 
students. 
Another contribution from this study is the use of L1 in language teaching. 
Appropriate use of L1 emerges as a potential motivational teaching strategy. The 
teachers in this study used L1, not only to support L2 learning but also to enhance 
students’ motivation by building a positive relationship with their students. The 
teachers usually used L1 as an ice-breaker to make students relaxed and 
comfortable so they were ready to learn. L1 was usually used to tell jokes, give 
advice, and teach moral values. This fits in phase one and two of Dornyei’s 
framework, creating the basic motivational condition and generating initial 
motivation. The teachers also used L1 to explain difficult lessons, this fits in phase 
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three of the framework, maintaining and protecting motivation. Even though the use 
of L1 is not included as a motivational teaching strategy in Dornyei’s framework, the 
findings indicate that the use of L1 can be related to three phases of Dornyei’s MTP 
(2001). 
In summary, the analysis of data in the present research indicates that Dörnyei’s 
(2001) MTP framework relates well, although not fully, to the contexts of each of the 
four schools in this study. The application of the framework, however, is limited by 
certain cultural practices and a curriculum limitation that may limit the way teachers 
helping students develop self-motivation skills and attitudes (see next paragraph). 
Dörnyei’s (2001) framework sits well with the Hall and Kidman (2004) T-L Map for 
identifying the contextual influences that impact on teaching and learning; these 
influences may come from the wider community context, the school context, or the 
particular classroom environment. Examples were provided in Chapter 8. 
Contribution to the implementation of motivational teaching strategies 
in Indonesia 
The findings of this study offer a framework of motivational teaching strategies that 
teachers can apply in their classroom. This framework, as presented in Figure 8.3, 
indicates that to enhance students’ motivation, the teacher needs to consider a 
range of factors such as rapport, teaching expertise, and context. The model in 
Figure 8.3 shows that motivational teaching strategies alone are not enough to 
motivate students to learn English. The context plays an important role. Teachers 
can select strategies to suit their context and the students’ needs. This implies that it 
is crucial to consider the Indonesian educational context and culture to support the 
implementation of motivational teaching strategies. 
Understanding the Indonesian educational context 
In an Indonesian educational context teachers are still considered to be a source of 
knowledge and have responsibility for students’ achievement. It appears that this 
influences teachers’ perceptions and implementation of motivational teaching 
strategies. Teachers hold a perception that their duty is to transfer knowledge and 
also motivate their students to learn. In practice, they may be able to share this 
responsibility with their students by helping their students to gain skills in using self-
motivating strategies.  
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Teachers are also expected to be responsible for enhancing their students’ learning 
in a way that is determined by the curriculum. However, the most important way of 
assessing learning is a national standardised test. This may result in a conflict within 
the teachers’ perceptions of what to teach and how to assess it. The teachers in this 
study reported that they assessed their students’ learning through the learning 
process but it was still clear that the natural standardised test was a dominant 
component of the mix of assessment that teachers used. The risk exists that 
teachers will teach to the test. 
As mentioned, Indonesian high schools are categorised into international, national 
and regular/local standardised schools. This school context also influences 
teachers’ perceptions and implementation of motivational teaching strategies. The 
teacher in international and national standardised schools, Moza and Yuke, used 
learning activities that need more critical thinking while the teachers in regular 
schools, Harry and Arfan, used activities to engage their students’ attention such as 
games, songs, poems, and short movies. Even though teachers used different 
approaches for learning activities, they held a similar perception that building rapport 
with students is a key factor for enhancing students’ motivation. 
Understanding the Indonesian educational culture 
The Indonesian cultural value of respecting teachers and not challenging them with 
questions may impede interaction and maintain a distance between the teacher and 
students. However, Arfan encouraged his students to ask questions. The teachers in 
this study appeared to understand that respecting teachers does not mean just 
listening to teachers’ explanations but also participating in an engaged and 
constructive way. The students seemed to realise that respect for teachers could be 
demonstrated by being motivated in the learning process, showing engagement in 
the classroom activities, or behaving well by not talking to each other when the 
teachers explained lessons. 
The findings indicate that all four teachers were open-minded about decreasing the 
power/distance created by their authority over their students. This gave more 
opportunity for students to develop their confidence to ask critical questions or to 
accept different views from their teachers. This study found that teachers built a 
positive relationship with their students but they did not share their authority with 
students to any significant extent. There was still, with a few exceptions (see next 
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paragraph), an authority gap between teachers and students, especially in relation 
to decision-making. Within the educational and sociocultural environment of 
Indonesia, teachers are perceived as authoritarian figures with full authority in the 
classroom. Teachers can decide the classroom rules that suit their classroom needs 
(Lamb & Coleman, 2008). The Indonesian collectivist society perceives teachers as 
having high status in which students are not in a position to challenge teachers’ 
authority. This view positions teachers as resources and students as receivers of the 
teachers’ learning. The literature suggests that this situation limits the development 
of self-motivation by students. It is still a common phenomenon in many Indonesian 
school contexts that there is a significant gap between teachers’ and students’ 
authority. By sharing authority, teachers encourage students to take control of their 
own learning. Doing this may also help students shift their motivation from being 
extrinsic in nature to intrinsic (Ryan & Deci, 2000).   
The model in Figure 8.3 shows that students are also responsible for their own 
motivation. Teachers may share their authority with students by discussing each 
party’s responsibility in the classroom for teaching and learning. For example, 
teachers and students may agree on how the learning is evaluated. The four 
teachers assessed their students’ learning by judging the students’ participation in 
class activities; assessment also included homework, attendance, and teacher-
designed tests. Yuke gave her students a choice to sit for her tests alone or in pairs. 
By giving choice to the students and involving students in decision-making, she 
attempted to share the teacher’s authority with her students. 
Teachers can share their authority by the language they use, for example, by 
focussing on students’ responsibility. When a student asks questions, the teacher 
can ask the class to answer it, or ask students to find the answer by searching it in 
other resources, or discuss it in pairs or groups. This is one way to make students 
recognise that learning is a shared responsibility. However, one of Harry’s students 
said that she wanted direct explanations from her teacher. In such circumstances, 
the teacher could help this student by telling her that learning is a process of 
acquiring knowledge not only from a teacher but also from peers and other sources. 
The data revealed a variety of ways for teachers to share power with their students. 
Another way of sharing authority with students is by setting classroom rules at the 
beginning of each semester with the students. This indicates that teachers want 
their students to be involved in decision-making about teaching and learning. Moza 
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and Harry gave opportunity for their students to select discussion topics and the 
approach they might take to tasks. Yuke offered an opportunity for her students to 
sit internal tests alone or in pairs. 
Contribution to classroom practices 
This study provides an insight into motivational teaching strategies in an Indonesian 
high school context. This insight may contribute to understanding the problems 
faced by many high school students who are attempting to achieve English 
competency by highlighting how the teachers perceive and implement motivational 
teaching strategies. The following headings cover important developments that this 
study has identified as gaps in current practice. 
Building rapport with students 
The finding of this research indicates that rapport is a core component in classroom 
teaching and learning. As noted in Figure 8.3, rapport influences the classroom 
atmosphere, and rapport enables teachers to implement effective teaching, while at 
the same time it also supports teachers in building positive classroom behaviours. 
 
The four teachers fostered encouraging relationships with their students and this 
enhanced teaching and learning. Interestingly, regardless of the school context, 
rapport seemed to be a main ingredient for motivating students to learn.  
Teachers’ classroom behaviours 
Teachers’ classroom behaviours seemed to influence students’ motivations. One of 
the students in a focus group interview stated that the most influential factor for him 
is the teacher; if he likes the teacher he will be motivated to learn English. The four 
teachers indicated that they used motivational classroom behaviours. Moza showed 
warm facial expressions and smiled when she taught. Harry showed his enthusiasm 
and caring by calling his students by their nicknames. Yuke looked enthusiastic 
when she greeted and interacted with her students. Arfan talked to his students in 
an informal way to encourage his students to practise their English and ask 
questions. 
Reducing continuous use of a textbook  
This study found that the teachers in the study modified materials from textbooks for 
their teaching. This indicates teachers need to be competent in evaluating when to 
use the materials from the textbook. The four teachers did not to use the textbook 
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constantly. They modified stories to suit their students’ context, so it was easy for 
students to understand. One of the teachers, Harry, used his students’ names as the 
characters in stories so as to attract his students’ attention.  
 
It is clear that teachers understood their students’ needs when they selected 
materials from textbook. They understood that their students responded in class to 
more lively learning materials; materials from the textbook could be learnt at home 
or in their own time. The reduced use of the textbook in the classroom contributed to 
a livelier classroom since it encouraged more interaction rather than a focus mainly 
on what was in the book. Moza said that her students were likely to pay less 
attention if she read a story from a textbook; instead they looked enthusiastic when 
she told stories. This suggests that teachers need to be discriminating in selecting 
materials for use in the class. 
 
The findings also indicate that using learning resources from the internet motivates 
students to learn. Arfan’s students seemed more engaged when he used learning 
materials from the internet especially for short movies and animated grammar 
games. However, Yuke’s students seemed enthusiastic to practise a new learning 
activity which involved use of body movement such as a ‘cycle-stand’. 
 
Another approach is to source learning material from The English Teaching Forum 
magazine. Harry stated that this magazine contained a range of strategies for 
teaching English skills (listening, speaking, reading and writing), vocabulary, 
language expressions, poetry, dramas, and idioms. This gives teachers more 
options for practising the strategies that suit their teaching context. 
 
The findings from this research indicate that students enjoy activities introduced by 
their teachers rather than simply reading and doing exercises from a textbook. Moza 
and Yuke were more likely to use activities to develop their students’ critical thinking 
while Harry and Arfan selected activities to attract their students’ attention. However, 
all four teachers motivated their students by adopting learning materials that were 
interesting for their students. 
Introducing learning strategies 
Only one teacher introduced students to the value of different learning strategies. 
The results of this study suggest that teachers may help students build their own 
motivation by teaching students different ways of learning a foreign language. 
Through an understanding of learning strategies, teachers could help students 
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select and develop different ways for improving their own learning (Dörnyei, 2001). 
Teachers could give examples of how to use a range of learning strategies matched 
to particular purposes so that students are able to practise and use them individually 
later on. For example, as noted by both teachers and students in this study, it is 
hard for students to develop reading and listening comprehension skills. Teachers 
could teach students different contextual clues and give practice in these. This might 
enhance students’ motivation by improving their performance and sense of success.  
Regarding mistakes as part of learning 
Additionally, the four teachers encouraged their students to use English to develop 
their speaking skills. During the development of speaking skills, they regarded 
mistakes as a part of the learning process. Harry even said to his students “the more 
mistakes, the more you learn”. None of the teachers corrected mistakes publicly in 
class to ensure that their students did not feel embarrassed in front of their peers. It 
appears that the four teachers wanted to make their students feel confident to help 
them build their own motivation to practise the language. 
Improving classroom management  
Teachers often find managing a classroom is difficult, especially to manage students 
who are misbehaving. The four teachers from this study had a strategy to handle 
these difficult students. They approached students in person and talked to them 
individually. This seemed effective since the students were not scolded in front of 
their peers.   
The findings indicate that managing high school students may be difficult since if 
teachers hurt students’ feelings or disappoint them in front of their peers, the 
students might challenge the teacher or simply switch off from the lesson. One of 
Arfan’s students said that she likes Arfan’s way of dealing with his students. Arfan 
positioned himself as a “father” who advises students with appropriate words. He 
was also approachable outside the classroom. This aspect of rapport made it 
possible for Arfan to move students to a seat with a suitable partner without 
annoying the students. 
The teachers from regular schools, Harry and Arfan, often gave advice to their 
students before starting their lessons. It seemed that they not only intended to build 
rapport with their students but used strategies that helped them manage the class. 
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Also by teaching moral values through their advice, they invited their students’ to 
behave properly.  
Emphasising the usefulness of English 
Another way to enhance students’ motivation is by explaining the benefits of having 
English skills for their future lives. This approach appears to encourage students to 
have a vision for their future, hopefully improving their motivation to learn English. 
All four teachers explained to their students that English is important for their future 
studies and careers. Giving reasons for learning English is one strategy to motivate 
students. 
Students’ perceptions 
Generally students from all the four schools held a similar perception that their 
teachers were the main source of motivation for them. The teachers’ classroom 
behaviours and their decision-making about various learning resources/activities, 
appropriate classroom management, and how feedback was given influenced their 
motivation positively. However, several factors beyond the teachers’ authority 
seemed to decrease students’ motivation to some extent. 
The students from the international standardised school mentioned that the long 
hours they spent in school did not motivate them to learn. The long hours were a 
burden for them because they needed time to socialise with their families and 
friends outside school. These students also said that they wanted their teacher to 
use more L1, especially when she explained a difficult learning topic. On the other 
hand, students from the regular school mentioned that they wanted their teacher to 
use more L2 because they wanted to get used to listening to English. 
One of Yuke’s students reported that they did not always like to work in groups. The 
student reported that sometimes other students were not on task or they were 
relying on high achievers to complete the task. Additionally, one of Harry’s students 
mentioned that she did not like too much use of humour in the classroom especially 
when her friends seemed to take advantage of this opportunity to distract the 
teacher from the learning goals of the class. 
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Areas for future research 
Various studies have been conducted on motivation in learning English within an 
Indonesian EFL context. Future research is needed on how to encourage high 
school students to self-regulate so they can be autonomous learners. It is important 
to teach students how to develop self-motivating strategies for their future learning. 
This is one of the motivational strategies identified in Dörnyei’s (2001) framework. A 
study could be undertaken initially to identify how teachers may go about 
encouraging independence in students and what obstacles need to be addressed. 
This study has underlined the missing link of sharing responsibility between 
teachers and students for the cases in the study. This implies that the teacher needs 
to teach students that they are responsible for their own learning. It suggests that 
Indonesian teachers might need to lower the perception of hierarchy in the 
classroom, for example, by increasing rapport with students. This may be an area 
for further research by investigating teacher beliefs about factors that contribute to 
the building of rapport. This may allow the impact of teacher beliefs about rapport to 
be captured and linked with the achievement of learners in the Indonesian high 
school context. 
A model of motivational teaching strategies in context has been proposed from the 
findings of this study. This model should be further investigated to identify the ways 
contextual factors—external and internal to a school—impact on teaching and 
learning. A focus on the motivational implications of different influences should be 
central to this research. 
Recommendation for learners/teachers/stake holder  
Students need to understand that they are also responsible for their own learning. 
They should be able to self-regulate their learning in order to be autonomous 
learners eventually. Teachers have a role in this process of developing autonomy. 
Teachers may let learners to have choices about many aspects of the learning such 
as, discussion topics, strategies to accomplish tasks, or finding learning materials 
from internet or other resources. Teachers can also help students set realistic long 
and short term goals. They may teach students to self-assess their own progress 
towards these goals. They can help students to think about not just what they are 
learning but also the ways they are learning something. They can provide 
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opportunities for students to use learning strategies and reflect on the effectiveness 
of such strategies. 
Teachers can hand over various leadership/teaching roles (e.g. let students lead a 
discussion, teach students learning strategies, teach students various 
ways/resources for learning English) by adopting a role as a facilitator and letting 
students find out answers for some questions from their own resources/internet. 
Teachers should encourage learners to be more active, giving them opportunity to 
ask questions, encouraging them to find answers themselves. To implement those 
strategies teachers need to decrease their traditional authority. Building and 
maintaining rapport assists them to understand students. Teachers also need to 
understand the teaching context (students’ academic background, social/cultural 
values, availability of teaching facilities) in order to implement motivational teaching 
strategies effectively.  
The Ministry of Education of Indonesia should develop a curriculum for English that 
helps teachers to match teaching strategies and the assessment of students’ 
learning. Specifically, when the curriculum directs teachers to increase students’ 
language skills in listening, speaking, reading, and writing, the assessment should 
include all these four skills instead of only focussing on testing reading 
comprehension and grammar.  
Concluding statement 
This study contextualised the different motivational teaching strategies used by four 
teachers of English in an Indonesian high school context. The findings provided 
evidence that the implementation of motivational teaching strategies is contextually 
embedded. Figure 8.3 highlights that teachers’ perceptions and the implementation 
of motivational teaching strategies are formed and influenced by several factors and 
contexts. The T-L map depicts the context well and how each context relates to 
teaching and learning. Both frameworks (MTP and the T-L map) complement each 
other and are able to be used for different classroom contexts. It is the role of 
researchers and teachers to unpack what particular influences impact on specific 
contexts. 
As noted in the literature, motivation fluctuates and is not an automatic response 
from students. Consequently, the ability to self-motivate is important for keeping 
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students engaged in their English learning. Teachers might consider building both 
students’ extrinsic and intrinsic motivation. In order to do this, the four teachers used 
a range of strategies in their classroom to engage their students. 
This study provides views from both teachers and students about what they 
consider motivates student learning. For example, teachers and students hold 
different views on the frequency of using L1. Students from an international 
standardised school would like their teachers to use more Indonesian while their 
counterparts in a regular school liked their teachers to use more English.  
There appeared to be little difference between teachers’ perceptions and students’ 
perceptions of what constitutes motivational teaching strategies. Both teachers and 
students seemed to hold similar perceptions that it is motivating when teaching and 
learning involved games, songs, stories, jokes, or internet based activities. This 
indicated that teachers in this study were experienced and highly skilled teachers 
who understood ways to encourage their students to learn. Additionally, rapport 
between these teachers and their students helped the teachers gain information on 
what their students expected in the classroom learning. The teachers knew the 
students and drew on their experience to find ways that the students considered 
effective as motivational teaching strategies. 
The findings also suggest that motivational strategies may be learned and improved. 
Hence, teachers are also part of the process to provide better classrooms for 
teaching and learning. This indicates that teachers will benefit from hearing their 
students’ views about what motivates them in learning English. Involving students 
provides a balance to teachers’ own views; this can only help teachers select or 
develop strategies that will enhance students’ motivation to learn. 
Limitation of the study 
My study has a number of limitations. Some of these have been covered in Chapter 
three but others are addressed here: 
The data was a snapshot since I just observed one classroom meeting for each 
teacher. However, I used methodological triangulation –data from different sources 
to strengthen my study. The interview and the stimulated recall aimed to capture 
what these teachers usually did in their classroom to motivate their students. 
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Because I had taught in the same town, these teachers were my professional 
colleagues. I had a good relationship with them. I was able to see how 
representative this snapshot provided by my data might be. However, this study 
could be strengthened if I had conducted more than one classroom observation for 
each teacher. 
After the interview with teachers and focus group with students, I summarised and 
checked with them the main points of their ideas to ensure that I understood their 
point of view. I did not have the opportunity to discuss the interview, stimulated 
recall, and focus group interviews script with them. This would have given them an 
opportunity to check that the data fully represented their views and maybe they 
wanted to add some more information. As not all of them were easily accessible by 
email it was difficult to send them transcripts after the interviews. 
The interviews with teachers and focus group with students were in Indonesian 
since the participants could express their ideas appropriately and easily in their first 
language. I transcribed the data and then translated the data into English. I was 
careful to keep as close as possible to the original meaning. I used my knowledge of 
their context to interpret the meaning if there was any ambiguity. 
The students were relaxed in answering questions. It indicates that the discussion 
was like an informal conversation and this allowed them more freedom to express 
their ideas and opinions. The focus group interviews were in a canteen; this made 
them feel comfortable rather than being interviewed in a school environment.  The 
students felt secured since they were interviewed together with their peers. 
Additionally, their peers’ answers prompted their thoughts to elaborate. The 
questions asked were general questions to elicit students’ views of motivating 
classroom learning. The questions were what make them interesting to learn English 
in the classroom, what activities they enjoy doing in learning English in the 
classroom, or tell me some of the things that the teacher does that make them want 
to learn English.  
Personal reflection 
This PhD journey has been a great learning experience for me as an English 
teacher. It has contributed to my career as a teacher and researcher. I now see 
more clearly the importance of the educational contexts in the way teachers foster 
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motivation in their students. My study also gave me the opportunity to listen to 
students’ voices about the influences on their motivation. This journey has enabled 
me to understand myself as an English teacher in an EFL context.  
I see this study as a contribution to the literature of motivation in an ESL/EFL 
context. This study has given me an opportunity to pay attention to teachers’ 
strategies for motivating their students and the reasons why these strategies are 
used. Through the research findings, I have been able to construct a way of viewing 
motivation in the classroom that builds on, even though in a small way, the models 
that have emerged from the extensive work of researchers much as Dörnyei and 
Hall and Kidman. 
On a personal note, this PhD journey has developed me not only as an EFL teacher 
and future researcher but as person who values the importance of life-long learning. 
I have learned a lot from both of my supervisors about how to motivate students 
from the ways they motivated me. Both of them remind me of the framework and the 
proposed framework that has emerged from this research; and at the same time 
they have given me examples of how to encourage others to teach and act in ways 
that are motivating to those around them.   
This journey reminds me of the first ayah in the holy Qur’an: ار قإ, “Read" (96:1). This 
means that seeking knowledge is an obligatory for everyone. This motivates me to 
keep learning and spread the knowledge and compassion to others.  
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Appendix B: Teacher Interview Question 
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
Teacher Interview Question 
The questions are indicative. The questions are translated into the participants’ 
home language by the researcher. The interview open-ended questions are 
designed to answer research questions 1 and 2 (How do Indonesian teachers of 
English in high schools report their perceptions of motivational teaching strategies? 
How do teachers implement motivational teaching strategies in the Indonesian EFL 
classroom context?). 
1. Tell me how you make the teaching of English interesting for your students in 
the classroom? 
2. Tell me the strategies that really work to make your students learn? 
3. How do you keep your students motivated even when learning English 
seems difficult? 
4. How do you decide which strategies to use to motivate your students to 
learn? 
5. How do you know that your strategies are effective in motivating your 
students to learn? 
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Appendix C: Classroom Observation-Possible indicative codes 
 
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
The classroom observation is aimed to answer research question 2 (How do 
teachers implement motivational teaching strategies in the Indonesian EFL 
classroom context?) I used MOLT as a guide (motivational orientation of language 
learning) observation scheme. 
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Appendix D: Teacher stimulated recall 
 
 
 
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
1. Why did you use (certain strategy e.g. jokes, songs, short stories, gesture, 
facial expression, stress and intonation) in your classroom? 
2. Why did you use pair work/group work? 
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Appendix E: Student Focus Group Question 
 
 
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
The focus group for students is aimed to answer research question 3 (How do 
students report their perception of motivational teaching strategies?). The indicative 
theme questions were: 
1. What sort of things work for you in learning English in the classroom 
context?  
2. What things get in your way when you are trying to learn English in the 
classroom? 
3. What classroom activities make you want to try even harder to learn English 
in the classroom? 
4. Tell me some of the things that the teacher does that really make you want 
to learn English? 
5. Why are these strategies (as above) effective in motivating you to learn 
English 
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Appendix F: Student Consent 
 
Student Consent 
 
Information for school student participants in the class being observed 
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
Dear Student, 
I am a doctoral student in the Faculty of Education at Victoria University of 
Wellington, New Zealand. I am especially interested in how teachers of English 
motivate their learners in an English language classroom. I would like to invite you to 
participate in my study. If you agree to participate, I will observe your class. I would 
like your permission to: 
1. Video you as part of the class during two lessons;  
2. Show this video to my supervisors (two staff members of Victoria 
University) and to your teacher. 
I will keep the video secure so that other people cannot see it. I will store it 
on a password protected computer system and destroy it after five years.  
Participating or not participating will not affect your grades in any way.  
If you agree to participate but later change your mind, you can withdraw by 
contacting me within one week after the video recording of the class.  
By observing your class, I aim to see what kind of activities in your class 
encourages you to learn. This may help teachers understand how their teaching 
motivates students. I will use the data that I gather to present at conferences, in my 
thesis and in other publications. You will be given another name and you will not be 
identified in any way in presentations or publications. You are encouraged to 
discuss this with your parents and should you have any questions you can contact 
me or my supervisors. 
If you are willing to participate, please sign the attached consent form. 
 
Yours sincerely, 
Sri Puji Astuti 
 
Sri Puji Astuti                             Allison Kirkman            
PhD student                                Chair of the Victoria University of Wellington 
School of Educational Psychology and Pedagogy    Human Ethics Committee 
Faculty of Education                                                     Email: Allison.Kirkman@vuw.ac.nz 
Victoria University of Wellington 
Email: cici.astuti@vuw.ac.nz 
 
Carolyn Tait                 Emeritus Professor Cedric Hall 
School of Educational Psychology and Pedagogy      School of Educational Psychology and Pedagogy 
Faculty of Education                Faculty of Education 
Victoria University of Wellington                            Victoria University of Wellington 
Wellington, New Zealand                             Wellington, New Zealand 
Email: Carolyn.tait@vuw.ac.nz               Email: Cedric.hall@vuw.ac.nz 
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Appendix G:  Student consent form for classroom observation 
 
Student consent form for classroom observation 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
Please read the following statements about your participation in this study and tick 
each box if you agree with the statement. 
 I have read  the information sheet 
 I have talked about this study with my parents 
 I know I can ask the researchers questions about the research  
 I understand that the researchers (Sri Puji Astuti) will show the video to her 
supervisors and at conferences  
 I understand that I may withdraw from the research at any time up to one 
week following the completion of all recordings  
 I understand that the video will be destroyed five years after its completion 
 I agree to be filmed for this video  
 I give permission for the researchers to use the video in scholarly research 
and for educational publication  
Signed: ……………………………………………………………..  (Student)  
Date: ……………………………………………………………………..   
Thank you for agreeing to participate in our study. If you have any further questions, 
please email me. 
Sri Puji Astuti 
sripujiastuti@yahoo.com 
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Appendix H:  Information for student participants for focus 
group 
 
 
Information for student participants for focus group 
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
Dear student, 
I am a doctoral student in the Faculty of Education at Victoria University of 
Wellington, New Zealand. I am especially interested in how teachers of English 
motivate their learners in an English language classroom. I would like to invite you to 
participate in my study. If you agree to participate, I will conduct a group interview. I 
would like your permission to: 
1. Audio-record  you  during a group interview;  
2. Ask you some questions dealing with your teacher’s motivational teaching 
strategies; 
3. Write about the impact of your teacher’s motivational strategies on your 
motivation. This will be published so that other educators can learn from it. 
The interview will take about one hour and will take place outside class hours. 
The interview will be held at school.  
If you agree to participate but later change your mind, you can withdraw by 
contacting me within one week after the audio recording of the interview. 
Participating or not participating will not affect your grades in any way. 
I will keep the audio-record secure so that other people cannot listen to it. I will 
store it in a locked drawer and destroy it after five years.  
By conducting a group interview, I aim to know what kind of activities in your 
class encourages you to learn. This may help teachers understand how their 
teaching motivates students. I will use the data that I gather to present at 
conferences, in my thesis and in other publications. You will be given another name 
and you will not be identified in any way in presentations or publications. You are 
encouraged to discuss this with your parents and should you have any questions 
you can contact me or my supervisors. 
 
Yours sincerely, 
 
 
 
Sri Puji Astuti 
 
Sri Puji Astuti                             Allison Kirkman            
PhD student                                Chair of the Victoria University of Wellington 
School of Educational Psychology and Pedagogy    Human Ethics Committee 
Faculty of Education                                                     Email: Allison.Kirkman@vuw.ac.nz 
Victoria University of Wellington 
Email: cici.astuti@vuw.ac.nz 
 
Carolyn Tait                 Emeritus Professor Cedric Hall 
School of Educational Psychology and Pedagogy      School of Educational Psychology and Pedagogy 
Faculty of Education                Faculty of Education 
Victoria University of Wellington                            Victoria University of Wellington 
Wellington, New Zealand                             Wellington, New Zealand 
Email: Carolyn.tait@vuw.ac.nz               Email: Cedric.hall@vuw.ac.nz 
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Appendix I: Student consent form for focus group interview 
 
Student consent form for focus group interview 
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
Please read the following statements about your participation in this study and tick 
each box if you agree with the statement. 
 I have read  the information sheet 
 I have talked about this study with my parents 
 I know I can ask the researchers questions about the research 
 I understand that the researchers (Sri Puji Astuti) will use the group interview 
transcription as data and discuss  it with her supervisors  
 I understand that I may withdraw from the research at any time up to one 
week following the completion of all recordings  
 I understand that the audio-record will be destroyed five years after its 
completion 
 I agree to be recorded in the group interview 
 I give permission for the researchers to use the transcript of the recording in 
scholarly research and for educational publication  
Signed: ……………………………………………………………..  (Student)  
Date: ……………………………………………………………………..   
Thank you for agreeing to participate in my study. If you have any further questions, 
please email me. 
Sri Puji Astuti 
sripujiastuti@yahoo.com 
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Appendix J: Information for teacher participants  
 
Information for teacher participants 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
Dear Teacher, 
I am a doctoral student in the Faculty of Education at Victoria University of 
Wellington, New Zealand. I am interested in investigating teacher motivational 
strategies. I am especially interested in how teachers of English motivate their 
learners in the classroom. I would like to invite you to participate in an individual 
interview, two classroom observations and two interviews about these observations. 
All interviews will take about one hour. Each classroom observation will cover one 
class session. I would like your permission to: 
1. Audio-record you  during interviews;  
2. Transcribe the recordings; 
3. Video you  during two lessons as you are teaching in the classroom;  
4. Show this video to my supervisors; 
5. Write about how you motivate your students and the impact of your teaching 
strategies on your students.  
By interviewing and observing your teaching, I aim to see what activities in 
your class encourage your students to learn. This may help you and other teachers 
of English understand how their teaching motivates students.  
I will use the data that I gather to present at conferences, in my thesis and in other 
publications. You will be given another name and you will not be identified in any 
way in presentations or publications.  
If you agree to participate but later change your mind, you can withdraw by 
contacting me within one week after the recordings have been completed. 
I will keep the recordings secure so other people cannot access them. I will store 
them in a locked drawer or password protected file.  All recordings will be destroyed 
after five years.   
I look forward to interviewing and videoing you as part of the data collection 
for my research. I hope that you will be willing to participate. If you have any 
questions you can contact me or my supervisors. 
Yours sincerely, 
 
 
Sri Puji Astuti 
 
 
 
Sri Puji Astuti                             Allison Kirkman            
PhD student                                Chair of the Victoria University of Wellington 
School of Educational Psychology and Pedagogy    Human Ethics Committee 
Faculty of Education                                                     Email: Allison.Kirkman@vuw.ac.nz 
Victoria University of Wellington 
Email: cici.astuti@vuw.ac.nz 
 
Carolyn Tait                 Emeritus Professor Cedric Hall 
School of Educational Psychology and Pedagogy      School of Educational Psychology and Pedagogy 
Faculty of Education                Faculty of Education 
Victoria University of Wellington                            Victoria University of Wellington 
Wellington, New Zealand                             Wellington, New Zealand 
Email: Carolyn.tait@vuw.ac.nz               Email: Cedric.hall@vuw.ac.nz 
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Appendix K: Teacher consent  
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
Teacher consent 
 
Please read the following statements about your participation in this study and tick 
each box if you agree with the statement. 
 I have read  the information sheet 
 I know I can ask the researchers questions about the research 
 I understand that the researchers (Sri Puji Astuti) will show the interview 
transcript and the video to her supervisors  
 I understand that I may withdraw from the research at any time up to one 
week following the completion of all recordings  
 I understand that the recording of the interviews and videos will be destroyed 
after five years  
 I agree to be interviewed, and filmed during teaching 
 I give permission for the researcher to use the audio-record and the video-
record in scholarly research  
Signed: ……………………………………………………………..  (Teacher)  
Date: ……………………………………………………………………..   
 
Thank you for agreeing to participate in my study. If you have any further questions, 
please email me. 
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Appendix L: Information for the Principal 
 
 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
 
Information for the Principal 
Dear Sir/Madam, 
I am a doctoral student in the Faculty of Education at Victoria University of Wellington, 
New Zealand. I am interested in investigating teacher motivational strategies. I am 
especially interested in how teachers of English motivate their learners in the classroom. 
I would like to invite one of your teachers of English and one group of his/her students to 
participate in my research. I would like your permission to: 
1. Interview one of your teachers of English; 
2. Video the teacher and his/her students  during two lessons;  
3. Conduct a group interview with the students, about one hour, to be held at the 
school but outside of class hours; 
4. Show the audio and video recordings to my supervisors. 
If your teacher and the students agree to participate but later change their minds, they 
can withdraw by contacting me within one week after the recording.  
In the write up of my research, or in any publications and communications arising from 
my research, I will not identify your school by name nor will I identify any individual 
participants.  
I look forward to including one of your teachers of English and his/her students as 
participants in my research. I hope that you can give permission to your teacher and 
students to participate. You may ask any questions you wish at any time. My email 
address is below. 
Yours sincerely, 
Sri Puji Astuti 
Sri Puji Astuti                             Allison Kirkman            
PhD student                                Chair of the Victoria University of Wellington 
School of Educational Psychology and Pedagogy    Human Ethics Committee 
Faculty of Education                                                     Email: Allison.Kirkman@vuw.ac.nz 
Victoria University of Wellington 
Email: cici.astuti@vuw.ac.nz 
Carolyn Tait                 Emeritus Professor Cedric Hall 
School of Educational Psychology and Pedagogy      School of Educational Psychology and Pedagogy 
Faculty of Education                Faculty of Education 
Victoria University of Wellington                            Victoria University of Wellington 
Wellington, New Zealand                             Wellington, New Zealand 
Email: Carolyn.tait@vuw.ac.nz               Email: Cedric.hall@vuw.ac.nz 
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Appendix M: Principal approval form 
 
 
Principal approval form 
Teachers’ and students’ perceptions of motivational teaching strategies in an 
Indonesian high school context 
Please read the following statements about participating in this study and tick each 
box if you agree with the statement. 
 I have read  the information sheet 
 I have been given an opportunity to ask questions about the research 
 I agree for one teacher of English and his/her  students to be interviewed 
 I agree for one class in my school to be video-recorded twice for the purpose 
of the research 
 I understand that the researcher will allow her supervisors to view the 
interview transcripts and video  
 I understand that I may withdraw my school from the research at any time up 
to one week following the completion of all recordings  
 I understand that the recordings will be destroyed after five years  
 I give permission for the researcher (Sri Puji Astuti) to invite a teacher of 
English and his/her students to participate in this research 
Signed: ……………………………………………………………………..  
Date: ……………………………………………………………………..   
Thank you for assisting me with my study. If you have any further questions, please 
email me. 
 
 
Sri Puji Astuti 
sripujiastuti@yahoo.com 
 
 
 
 
Sri Puji Astuti                             Allison Kirkman            
PhD student                                Chair of the Victoria University of Wellington 
School of Educational Psychology and Pedagogy    Human Ethics Committee 
Faculty of Education                                                     Email: 12Allison.Kirkman@vuw.ac.nz 
Victoria University of Wellington 
Email: cici.astuti@vuw.ac.nz 
 
Carolyn Tait                 Emeritus Professor Cedric Hall 
School of Educational Psychology and Pedagogy      School of Educational Psychology and Pedagogy 
Faculty of Education                Faculty of Education 
Victoria University of Wellington                            Victoria University of Wellington 
Wellington, New Zealand                             Wellington, New Zealand 
Email: Carolyn.tait@vuw.ac.nz               Email: Cedric.hall@vuw.ac.nz 
 
